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Abstract
Ongoing educational reforms and the accountability movement in public education can
pose significant challenges for teachers as they strive to meet a critical, social-justice vision for
the social studies. Teachers’ continued professional growth and learning are viewed as the main
factors towards achieving this goal; however, quite often the long-term impact of professional
development goes unexplored. This qualitative case study explores the impact of an arts-based
professional development program called InsideART on social studies teachers’ decisions for
curriculum development and instruction. Semi-structured interviews, curricular and instructional
artifacts, and researcher’s reflective journaling illuminated the impact of InsideART on social
studies teacher-participants’ curricular-instructional decisions. As such, six themes emerged
from the data analysis: 1) mandated teacher professional development lacks subject matter
specificity to meet the needs of social studies teachers’ curricular and instructional needs; 2) artsbased teacher professional development facilitates a professional learning community; 3) artsbased teacher professional development fosters teacher renewal; 4) socially conscious,
contemporary art and Visual Thinking Strategies fundamentally reflect content and critical
thinking skills for the social studies; 5) socially conscious, contemporary art and Visual Thinking
Strategies offer flexibility that allows coherence with the social studies curricula; and 6) artsbased teacher professional development creates a pathway for multicultural and global education
social studies curriculum and instruction. The concluding recommendation resulting from this
qualitative case study calls for the expansion of socially conscious, contemporary arts-based

vii

social studies teacher professional development in order to effect change in teachers’ practice
towards a more critical social studies.
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Chapter One:
Introduction
Introduction
My path toward social science education began during an undergraduate spring semester.
Intrigued by a course description, I enrolled in a junior-level history course titled European
Culture and Intellectual Studies. As I surveyed the syllabus the first day of class, I remember the
intimidation I felt by the unfamiliar content and readings. This underlying fear came mostly
from the awareness of my limitations in academic English. As a first-generation Cuban
immigrant, Spanish is my first language. It was the language spoken at home and frequently in
social settings. Consequently, an assignment to read Nietzsche’s Thus Spoke Zarathrustra
elicited anxiety. However, I was intrigued by the professor’s promise that we would explore
assigned readings through the arts. This was the first time I heard of learning history and
philosophy though paintings, operas, and literature. Ultimately, it was my curiosity regarding
the professor’s arts-based teaching and learning approach that led to my decision to remain in the
course.
Although the European Culture and Intellectual Studies course occurred 23 years ago
and many of its details are vague memories, I can still recall students engaged in discussions
regarding philosophical representations found in Delacroix’s paintings and Wagner’s operas.
Like me, many of my Latinx peers in the course felt the academic language barrier; but with the
professor’s attentive guidance and encouragement, we found an academic voice through the arts.
The arts provided a common language and facilitated a reciprocal dialogue between and among
1

the expert and learners. As the course progressed, my apprehension of complex historical
readings diminished. My proclivity to focus on my academic weaknesses transitioned to a selfconfidence and disposition focused on achievement. This was my first truly transformative
educational experience.
Three years after the European history course, I accepted a position at a local charter high
school which included teaching 10th grade AP European History. The majority of my students
were Latinx and bilingual. I saw an opportunity with the AP European History course to
implement an arts-based curriculum and to attempt a similar educational experience I underwent
as an undergraduate. Throughout the academic year, I witnessed many students’ apathy towards
history change to genuine intellectual curiosity as they considered complex socio-political and
economic issues. Additionally, lower performing students demonstrated commitment to the
course and academic growth. Much to my surprise, several parents communicated their gratitude
for sparking her/his child’s motivation to achieve in school.
My career took a turn two years later when I accepted a regional analyst position with the
U.S. Department of Defense where I worked for 12 years. After the hiatus from teaching, I
returned to the classroom as a 10th grade world history teacher. The educational environment
had changed dramatically since I was last in the classroom. This was largely the result of the
accountability movement expansion and a new educational culture driven by state standards,
high-stakes testing, and data-driven course evaluations. I wrestled with curriculum and
instruction framed by school policies and guidance, while attempting to maintain the intellectual
integrity of the history course.
The same academic year I returned to teaching, I was invited to attend an arts-based,
social studies professional development workshop co-facilitated by faculty and staff of the
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University of South Florida’s Contemporary Art Museum and the College of Education. The
workshop was a key component in a program using socially conscious, contemporary art to
engage teachers in political, social, cultural, economic, and environmental domestic and global
issues and to share relevant arts-based, social studies curricular and instructional strategies for
grades 6-12. It aims to foster in-service teachers’ multicultural and global perspectives and
pedagogical practices to bring back to the secondary classroom. The workshop turned out to be
a serendipitous event. As a participant, it reignited my interest in the theoretical basis and
practice of arts-based, social studies curriculum and instruction and essentially changed my
approach in the classroom.
Soon thereafter, I returned to graduate school as a doctoral student to pursue a Ph.D. in
Curriculum and Instruction with a concentration in Social Science Education. As a full-time
doctoral student, I excitedly accepted an offer as curriculum developer for the university’s artsbased professional development program in which I had participated as a teacher. As I
developed curricula for the program, my research interests grew to include social studies teacher
professional development and curricular instructional decision-making. As I interacted with
teachers at the workshops, questions emerged: Do social studies teachers include complex,
controversial contemporary issues in lessons? If so, in what ways? Do they experience any
resistance from colleagues, students, administrators or parents? Do they have the pedagogical
content knowledge and skill set to effectively infuse socially conscious visual art into their
lessons? Does arts-based professional development have an impact on teachers’ practice? If so,
in what way(s)?
These formative experiences have led me to my current research. In many ways,
teachers’ practices are influenced and shaped by teacher education, educational reforms, and
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schools’ socio-political and cultural environments. The social studies, because of its focus on the
human experience, inherently reflects difficult, complex, and oftentimes contentious content; yet,
many teachers are ill-prepared or unwilling to create lessons and instruct on such matters that
aim to develop students’ critical reasoning skills and social justice-oriented, civic agency.
Teacher professional development is often viewed as a way to mediate this reluctance and
inability. To better comprehend teacher professional development and its potential impact, I
proposed to examine an arts-based, social studies professional development program on teachers’
curricular planning and instruction.
Teacher Professional Development: Mandated Interventions
Recent national educational policies, such as No Child Left Behind (NCLB) in 2002
followed by Every Student Succeeds Act (ESSA) in 2015, emphasize increased academic rigor
for college and career preparedness and achievement. In alignment with these federal policies,
the National Council for the Social Studies (NCSS) published The College, Career, and Civic
Life (C3) Framework for Social Studies State Standards: Guidance for Enhancing the Rigor of
K-12 Civics, Economics, Geography, and History (2013) and A Vision of Powerful Teaching and
Learning in the Social Studies (2016) to advance content area critical thinking and civic skills,
such as historical reasoning and social justice-oriented values for teaching and learning. Shifts in
educational policies and calls for comprehensive and critical social studies courses necessitate
teacher professional development programs for successful implementation (Valli & Stout, 2004).
Teachers are required to continue growth in their fields with the expectation they will
demonstrate innovative and transformative classroom experiences for their students. This places
professional development as a main catalyst for change of in-service teachers’ practices; yet
oftentimes, professional development programs fail to enhance teachers’ knowledge or impress
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substantive shifts in teachers’ curricular planning and instruction (Darling-Hammond, 2005;
Stein, Smith, & Silver, 1999).
While national-level policies are packaged with directives for teacher professional
development, these programs are usually conceived and administered by school districts,
universities, non-profit and for-profit organizations, and schools. Valli and Stout (2004) find
most professional development programs inconsistent or inadequate in accommodating the needs
of its participants. Stein, Smith, and Silver (1999) argue that the most frequent forms of
professional development (i.e., district-sponsored courses, workshops, and summer institutes) are
not “…designed to support the deepseated reexamination, ongoing experimentation and critical
reflection that are required to develop the beliefs, knowledge, and habits of practice that
undergird the complex forms of teaching recommended by current reforms” (pp. 238-239). The
traditional approach for professional development, often acknowledged as a one-size-fits-all
model, is usually narrowly structured to deliver information with limited resources and few
opportunities for collegial engagement (Stein, Smith, & Silver, 1999; Minor, Desimone, Lee, &
Hochberg, 2016; Albers, Flint, & Matthews, 2019). This remains highly problematic since
standards-based curricula—a result of the national policies mentioned above—can negatively
impact social studies teachers’ abilities to develop curriculum and implement teaching strategies
that critically engage students.
Research suggests the current system of high-stakes standardized tests serve to enforce
directed content found in curricular standards and significantly influence teachers’ lesson
planning and instruction (Grant & Salinas, 2008; Dewitt et al., 2013). Teachers ultimately
prioritize specific content in the standards (and on standardized tests) for classroom instruction,
which results in reduction of intellectual engagement and the marginalization of content not

5

mentioned explicitly in the standards (Au, 2009; Fitchett & Heafner, 2011; Gerwin & Visone,
2006; Journell, 2010; Grant and Salinas, 2008; Tampio, 2017). The lessening of intellectual
engagement is exemplified by social studies teachers opting for “pedantic teaching with
dependence on textbooks, narrowing curriculum, emphasis on generic skills, and use of scripted
curriculum for test preparation” (Hong & Hamot, 2015, p. 226). Au (2009) further contends that
the content imposed by the standards and high stakes tests leads to “discursive control,” which
tends to perpetuate a Eurocentric view that alienates minority students. Within this framework,
high stakes testing acts as a forcing function for schools to adopt and privilege standardized,
hegemonic content in the social studies. The implementation of such educational approaches,
despite the attempt at compliance, seemingly contradicts the intent of the national policies and
ignores directives found in the NCSS publications. Valli and Stout (2004) rightly acknowledge
this dilemma and suggest professional development programs aim to help social studies teachers
resolve both the demands of exemplary instructional practices and accountability measures in an
equitable manner.
Effective professional development programs center teachers as curricular decisionmakers and seek to engage participants in active learning, collaboration, and reflection (DarlingHammond & Richardson, 2009). Considering teachers’ roles as curriculum developers and
determiners of instruction presupposes an understanding of the diversity of participants’
background knowledge and experiences. John Dewey (1934/2005) explains this background
knowledge as accumulated attitudes and interests that “constitute the capital with which the self
notes, cares for, attends, and purposes” (p. 275). Teachers are thus framed as uniquely
experienced professionals and learners. As Stein, Smith, and Silver (1999) suggest, “teachers
interpret new ideas and practices through the lens of their existing beliefs and habits of practice.
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Teachers filter information about new ways of teaching through their prior knowledge” (p. 243).
Given these criteria, Minor et al. (2016) call for studies focused on professional development
programs that differentiate activities specifically adapted to meet the needs, learning, and
experience of teachers.
Arts-Based Teacher Professional Development
Education theorists Dewey (1934/2005) and Eisner (2002) recognized art as a powerful
medium that evokes both the senses and intellect to create transformative learning experiences.
In connecting affective aspects—which invites a personal reflectivity to learning—the arts offer
teachers a space to explore new pedagogical strategies and may influence teachers’ practices
(Albers, Flint, & Matthews, 2019).
Although work in arts-based teacher professional development is relatively new, there are
a few studies that illuminate its efficacy. Dalton (2015) found arts-based teachers’ professional
development promising for its inclusivity of diversity and its ability to engage teacher-learners’
affective and cognitive domains. Conrad, Moroye, and Uhrmacher (2015) work reveals teachers
who learned to create curriculum and deliver instruction centered on aesthetic experiences
perceived a transformation in teaching and learning. Cruz, Ellerbrock, Denney, and Viera (2020)
reported that a socially conscious, arts-based teacher professional development program resulted
in teachers developing a heightened awareness of social and global issues which led to increased
self-efficacy and agency; empowered teachers to further explore contemporary issues; and
helped bring relevance to the curriculum.
Rationale
Ongoing educational reforms and the accountability movement in public education can
pose significant challenges for teachers as they strive to meet a critical, social-justice vision for
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the social studies. Teachers’ continued professional growth and learning are viewed as the main
factors towards achieving this goal; however, quite often the long-term impact of professional
development goes unexplored. Desimone (2009) asserts, “For decades, studies of professional
development consisted mainly of documenting teacher satisfaction, attitude change, or
commitment to innovation rather than its results or the processes by which it worked” (p. 181).
Furthermore, Crocco (2013) recognizes that professional development has been overlooked in
the social studies, and suggests, “social studies scholars could provide a great deal more evidence
for policymakers of the importance of professional development in improving social studies
education” (p. 334).
For the past two and half years (see Appendix A), I have been involved with a curriculum
and professional development program called InsideART. This program uses socially conscious,
contemporary visual art to deepen teachers’ understanding of critical socio-political, cultural,
economic, and environmental issues while simultaneously exploring arts-based educational
methods. InsideART imparts arts-based instructional strategies to critically engage teachers in
complex, and oftentimes contentious, social studies content, multi-modal pedagogical methods,
and reflection of practice. The program reflects what Desai, Hamlin, and Mattson (2010) argue,
that is, contemporary art can “serve as a pedagogical site itself, one that suggests alternative
ways of thinking about the past, present, and future” (p. 7). Corresponding to this idea, Eisner
(1994) suggests that the inclusion of the arts in educational activities and materials expands the
intellectual depth of concepts to further understanding. This qualitative case study aimed to fill a
gap in the extant research by exploring the influence of socially conscious, contemporary artsbased social studies professional development on social studies teachers’ curriculum
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development and instruction through their perceptions of the InsideART program and curricular
and instructional decisions.
Purpose and Research Questions
Whether professional development for teachers makes a difference in their curricular
planning or in their classroom instruction depends on its features and teachers’ engagement in
the professional development (Darling-Hammond & Richardson, 2009; Wei, Darling-Hammond,
Andree, Richardson, & Orphanos, 2009; Desimone, 2009). The purpose of this study was to
explore the impact of the InsideART professional development program on social studies
teachers’ decisions for curriculum development and instruction (see Figure 1). The study
consisted of three central components: 1) exploring teachers’ perceptions of InsideART
professional development vis-á-vis other professional development programs as a starting point;
2) examining teachers’ curriculum planning in relation to InsideART professional development;
and 3) investigating teachers’ perceptions of socially conscious, arts-based instruction and its
impact on students’ engagement.

9

Curricular
Decision‐
Making

InsideART
Professional
Development
Social Studies
Instruction

Figure 1. Study of InsideART professional development on social studies teachers’
curriculum development and teaching.
The following research questions framed the case study:
RQ1: How do four social studies teacher-participants describe their experiences with
teacher professional development in general?
RQ2: How do four social studies teacher-participants describe their experiences in an
arts-based professional development program?
RQ3: How do four social studies teacher-participants describe the influence of an artsbased professional development program on their curriculum development and
instructional strategies?
RQ4: Do curricular documents reflect social studies teacher-participants’ integration of
strategies from an arts-based professional development program? If so, in what ways?
Theoretical Framework
Cognition through the arts. Elliott Eisner’s (1994) theory of cognition through the arts
invites us to consider teaching and learning through multiple forms of representation, e.g. visual,
10

tactile, auditory, olfactory, and gustatory. Education within this framework intends to evoke
both cognitive and affective responses in order to create meaningful intellectual experiences.
According to Eisner (1994), “there can be no cognitive activity that is not also affective” (p. 21).
Eisner reminds us of the integral and immediate role the senses perform for affect, along with
personal experiences, in mediating information. Eisner argues:
The capacity of the human organism to differentiate among the qualities of the
environment, to recall them to memory, and to manipulate them in the
imagination is biologically rooted. As long as the particular sensory systems the
human possesses are intact, the individual can learn how to differentiate, to recall,
and to manipulate the qualities he or she encounters. Furthermore, the extent to
which sensory systems can be used to distinguish among those qualities to which
they are biologically sensitive depends part on the organism’s prior experience
and development history. (p. 24)
Consequently, to neglect the affective domain in a learning moment---which is often the result of
its separation from the cognitive domain---seriously limits the possibilities of a significant
learning experience. Dewey (1934/2005) claimed the emotions act as the cementing force of
disparate material for the various aspects of experience. In this manner, intellectual growth and
transformations can occur.
For Eisner (2002), the arts function as a site for individuals to freely reflect on current
understandings and imagine new possibilities. Consequently, the arts enable the ability “to learn
to see what we had not noticed, to feel what we had not felt, and to employ forms of thinking that
are indigenous to the arts. These experiences are consequential…through which the self is
remade” (p. 12). The cognitive and the affective functions employed through the arts lead to a
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greater understanding of the world and personal growth. These meaningful experiences not only
encourage changes in belief systems and biases, but may also contribute to shifts in behaviors
and practices (Conrad, Moroye, & Uhrmacher, 2015; Kraehe & Brown, 2011).
Conceptual Frameworks
Critical features for professional development. Desimone (2009) argues that research
on teacher professional development provides consensus on specific criteria necessary to
increase knowledge and improve practice. These critical features for professional development
are: content focus, active learning, coherence, duration, and collective participation (see Figure
2). According to Desimone, a common conceptual framework for research focused on the
impact of specific characteristics of teacher professional development allows the research to
move forward towards a consistent knowledge base. Therefore, researchers should move beyond
satisfaction surveys to conduct empirical studies on the impact of professional development on
teacher curricular decisions and student achievement. For the purpose of this study, I examined
the influence of an arts-based professional development on teachers’ curriculum development
and instruction. I excluded the evaluation of student learning, since it fell outside the scope of
this study.

12

Content
Focus

Active
Learning

Coherence

Collective
Participation

Duration

Figure 2. Critical features of professional development, Desimone (2009)

Curricular-instructional gatekeepers. Teachers face complex decisions in developing
curriculum and delivering instruction on a daily basis. Thornton (2001) asserts, “All teachers are
curricular-instructional gatekeepers. That is, they make the day-to-day decisions about the
subject matter and experiences to which students have access and the nature of that subject
matter and those decisions” (p. 237). The act of curricular-instructional gatekeeping assumes
teachers’ beliefs about the subject matter and unique personal and professional experiences
influence curricular and instructional decisions (Thornton, 1991). Consequently, teachers shape
students’ educational experiences (Pace, 2011).
Thornton (1991) suggests case studies as an approach to understanding curricularinstructional gatekeeping. This research method allows for researchers to examine distinctive
characteristics of teachers’ pedagogical methods and materials and may illuminate how and why
teachers makes decisions. Contextual considerations in teachers’ formal and enacted curriculum
provide rich details for the analysis of curricular-instructional gatekeeping.
13

Delimitations
In this study, I sought to explore if and how the InsideART professional development
program influences teachers’ decisions for curriculum development and pedagogical strategies.
While the call to examine the impact of professional development on all phases of teaching and
learning—curriculum development, delivered curriculum, and student learning—remains strong
in the literature, student learning fell outside the scope of this study. I focused this research on
social studies teacher-participants’ perceptions of the InsideART professional development
program and how they consider its influence on their curricular and instructional decisionmaking. Collection of this data was conducted through semi-structured interviews.
Furthermore, since teacher-participants’ expressed views may differ from the lesson developed, I
collected curriculum artifacts (e.g., lesson plans and lesson resources) to examine teachers’
selected content and strategies. Last, I engaged in reflective journaling as a way to maintain
transparency of my own beliefs and values within the research process (Ortlipp, 2008) and to
triangulate data. Cohen, Manion and Morrison (2019) explain that triangulation in qualitative
research illuminates the richness and complexity of human behaviors, thus, making it a powerful
technique for demonstrating validity.
Limitations
This case study had a few limitations worthy of mention. District policies and procedures
regarding the COVID-19 pandemic necessitated changes to the proposed case study. I initially
selected a maximum variation sampling strategy and created a selection rubric in an attempt to
capture as diverse a range in teacher-participants’ demographics as possible. The unexpected,
complicated, and ever-changing mandated instructional delivery platforms (eLearning, Face-toFace, and hybrid) in high school classes greatly increased teachers’ stress levels and impacted
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their availability, thus severely limiting study volunteers. As such, in consultation with my
doctoral committee, I shifted to a convenience sampling strategy and accepted all volunteers
willing to participate. Because of a lack of purposeful differentiation, the extent to which
teacher-participants’ experiences may reflect those of others who participate in the InsideART
professional development is unknown.
I also originally intended to conduct classroom observations to describe the enactment of
social studies’ teacher-participants arts-based instruction; however, I was unable to acquire
district approval given the pandemic’s impact on school visitation rules. Data regarding the
delivered curriculum is derived from semi-structured interviews in which teacher-participants
reflected and shared personal views on their instructional practice. Therefore, the nuances
between teacher-participants’ perception of the delivered curriculum and what actually occurred
cannot be addressed in this study but is certainly a consideration for future research.
Definition of Terms
Cognition. Eisner (1994) provides a general definition of cognition that emphasizes the
interdependence of the cognitive and affective domains. For Eisner, the exclusion of affect from
the process of thinking and knowing provides a myopic view of cognition. He argues that
cognition is “…all those processes through which the organism becomes aware of the
environment or its own consciousness. It includes the most sophisticated forms of problemsolving imaginable through the loftiest of flights of the imagination” (p. 9).
Curricular-instructional gatekeeper. Thornton (1989) defines teachers as curricularinstructional gatekeepers, making the day-to-day decisions that ultimately determine what is
taught and learned. “That is, they are normally the primary determinant of content, sequence,
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and instructional strategy. In other words, curricular-instructional gatekeeping is a decisionmaking process governed by the elements of teachers’ frame of reference” (p. 5).
Delivered curriculum. Also referred to as the enacted curriculum. The delivered
curriculum consists of pedagogical methods or strategies implemented to communicate the
formal curriculum (Larson & Keiper, 2013). Teachers make decisions to adapt or change the
formal curriculum throughout a lesson. When altering lessons during the enactment of the
formal curriculum, teachers should take into account the purpose for the deviation.
Formal Curriculum. According to Larson and Keiper (2013), the formal curriculum
represents standards, content, resources, activities, and practice teachers intend to include in a
lesson. This term is often used interchangeably with the “intended, planned, explicit, or official
curriculum” (p. 41). As the term “formal” denotes, this is considered the authorized version of
the curriculum, also known as the “planned” or “official” curriculum.
Professional development. Professional development, in a broad sense, is an activity
intended to improve staff performance (Little, 1987). Parkhouse, Lu, and Massaro (2019)
expand upon this definition by adding that teacher professional development should result in
“practitioners [who] learn new ideas and skills, make better professional judgements, and
improve upon their teaching practice in order to have a greater impact” (p. 418).
Socially conscious art. Cruz, Ellerbrock, Mead, and Viera (2018) explain that sociallyconscious art promotes awareness of socio-political and cultural injustices with the intent to help
viewers develop a deeper and more nuanced understanding of contemporary issues. Cruz,
Ellerbrock, and Smith (2015) contend socially conscious art, with its many variations, reflects
the intersection of social studies and art education.
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Visual thinking strategies. An arts-based pedagogical method aimed “to develop
students’ skills of observation, social interaction, and language development” (Yenawine, 2019,
p. 23) framed by three questions: “What’s going on in this picture?...What do you see that makes
you say that?...What more can you find?” (p. 26).
Summary
Currently, effective teacher professional development is viewed as an essential medium
for successful implementation of educational policies and as the main catalyst for change within
classroom environments. Most teachers participate yearly in professional development intended
to improve instruction and align teachers’ practices with district objectives (Parkhouse et. al,
2019). In centering teachers as learners and curricular-instructional gatekeepers, professional
development features and instruction matter. Stein, Smith, and Silver (1999) astutely recognize
the role of teachers’ biases and beliefs in the success or failure of professional development
programs to transform teachers’ pedagogical practice. This study aims to reveal the impact of a
socially conscious, contemporary arts-based socials studies professional development program
on social studies teachers’ curriculum development and instruction.
Organization of the Study
This first chapter serves as a general introduction to the dissertation study. Readers are
provided with the background to the research problem, a rationale for the study, the purpose and
research questions, and the theoretical and conceptual frameworks that organize and guide this
research. The second chapter presents a review of the extant literature related to teacher
professional development and arts-based social studies education. The third chapter describes
the qualitative, case study design and research methods that will be used to collect and analyze
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data. The fourth chapter presents research findings. The fifth chapter offers interpretations of
the findings, implications for practice, recommendations, and conclusion.

18

Chapter Two:
Literature Review
Introduction
Recent federal standards-based educational reforms have negatively impacted social
studies curriculum and instruction (Au, 2013; Crocco, 2013; Journell, 2010; Pace, 2011). Au
explains (2013) the No Child Left Behind (NCLB) legislation, with its accountability measures of
high-stakes testing, led to “a game of zero-sum curriculum, as schools increased the time spent
on tested subjects, non-test subjects like social studies were increasingly reduced. The other
lesser trend has been that social studies has increasingly become a site of ancillary instruction”
(p. 6). Additionally, current trends in the social studies paint a picture in which teachers are
overwhelmed by numerous quantities of standards, resulting in teachers attempting to meet
accountability measures rather than focusing on creating meaningful and engaging social studies
lessons (Journell, 2010; Sleeter & Carmona, 2017). Despite the constraints of standards-based
education, teachers exercise decision-making authority in curricular planning and instruction.
Teachers can learn to critique standards and judge content worth teaching (Sleeter & Carmona,
2017). Research reveals that arts-based teacher professional development can lead to shifts in
teachers’ beliefs towards curriculum and instruction and help them develop more critical and
inclusive pedagogical practices within an accountability framework. This chapter will review
current educational policies, teacher professional development, and trends in social studies
education, including arts-based approaches.
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Entanglement of Educational Policies and Professional Development
The movement towards standards-based educational reforms incorporated policy levers
for various forms of teacher education programs in order to increase successful implementation
and positive outcomes. The federal comprehensive school reforms (CSR) of the 1990s
prioritized high-quality teacher professional development as a means to achieve desired
educational policy goals oriented for student success. In a systematic literature review of CSR
implementation, Desimone (2002) highlights a growing understanding and attention towards the
importance of teacher professional development in renewing and expanding comprehension of
educational policies and processes. In fact, Desimone found that it was teachers who mostly
called attention to the lack of appropriate preparation as a major cause of slow or weak
implementation of educational policies. In the subsequent NCLB federal legislation to CSR,
policymakers proposed increased teacher professional development and expanded upon what
constitutes high-quality teacher professional development by adding content focus, duration, and
coherence as program criteria (Desimone, 2011). However, in a study focused on effective
professional development and teacher learning, Borko (2004) points out NCLB did not
adequately address the composition of these criteria, and equally important, how to make highquality programs accessible to teachers. Rather, schools, districts, educational programs, and
other stakeholders incurred the responsibility for interpreting, creating, and implementing teacher
professional development programs. The passing of the Every Student Succeeds Act (ESSA) in
2015 continued NCLB emphasis for high-quality teacher professional development by
reaffirming the centrality of teachers’ continued education to achieve progress for high academic
standards. ESSA differed from the previous policy in that it expanded criteria by including
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personalized, job-embedded activities developed with participant-educators’ input and regular
evaluations as requirements (Bodor, 2016).
While the last three decades of national educational reforms seemingly attempted to
generate improvement of teacher effectiveness within a standards-based environment through
professional development, consistent challenges in the creation and implementation of
professional development remain. Educational policies direct teachers to facilitate the
development of students’ content knowledge, critical thinking and problem-solving skills,
proficiency in writing, and citizenship skills within a preformed framework that adumbrates
specific content (Valli & Stout, 2004). According to Darling-Hammond and McLaughlin
(2011), the success of these objectives within the constraints of standards depends on teachers
shifting pedagogical practices that prevent such student outcomes to developing new skills,
knowledge, and practices that create envisioned learning experiences; yet, little support in the
form of coherent and contextualized continuing education is made available for teachers to learn
how to effectively manage the challenges of standards-based curricula.
The failures to adequately address high-quality teacher professional development
primarily lay within districts’ and schools’ choices for mandated programs. Opfer and Pedder
(2011) contend one of the major issues to affect teacher professional development is the “focus
on specific activities, processes, or programs in isolation from the complex teaching and learning
environments in which teachers live” (p. 377). Research confirms a decontextualized approach
towards teacher professional development stymies efforts to transform teachers’ instructional
practices. Darling-Hammond and McLaughlin (2011) further add the success of educational
reforms lay within “locally constructed responses to specific teacher and learner needs” (p. 90).
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Hence, during the major shifts in nationwide education structures, little was done to properly
prepare teachers to meet unique and specific demands for student learning.
A Rebuke of Traditional Professional Development
In an open letter to newly elected President Obama, Lieberman and Mace (2008)
requested his attention to the importance of teacher professional development in order to
transform educational environments and better serve students. The dominance of NCLB in
teacher professional development frequently resulted in teachers learning scripted methods for
the purpose of improving standardized test scores. Lieberman and Mace argue, “this approach
ignores the different needs of the students, the experience of the teacher, and the myriad
possibilities for engaging students in learning” (p. 227). Similar to the claims in the letter, Hill
(2009) concluded after conducting a study that evaluated teacher professional development using
economic perspective analysis (supply, demand, information, and efficiency) that many teachers
reported a didactic approach to teacher learning. This resulted in minimal teacher engagement,
reinforcement of existing teacher practices, and a lesser likelihood to pursue further professional
development beyond district mandates. Enabling students’ critical thinking skills rests on
teachers’ abilities to understand complex content, develop inclusive curriculum for diverse
students, and deliver differentiated instruction to meet the needs of all learners. As DarlingHammond and McLaughlin (2011) point out, “the know-how necessary to make this vision of
practice a reality cannot be prepackaged or conveyed by means of traditional top-down ‘teacher
training’ strategies” (p. 81).
During the nascent phase of the standards-based educational reforms, Little (1993)
quickly addressed the problem of the pervasive traditional professional development model,
which she described as short-term training workshops that incorporate passive-learning methods
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with the expectation participants will consume externally produced information. Traditional
approaches to professional development fail to view teachers as learners and attend to adult
learning strategies. Knowles’ (1972) theory of andragogy (the method and practice of teaching
adult learners) posits adult learners as having a need and capacity to be self-directing, examine
and apply personal experiences, and organize learning around personal context and professional
issues. In contrast, traditional teacher professional development tends to ignore the diversity of
teachers’ background knowledge and experiences in favor of a one-size-fits all session
oftentimes created by outside speakers and accompanied by guides for policy implementation
and procedures (Liberman & Mace, 2008; Valli & Stout, 2004). Rather than concentrating on
exploring relevant pedagogical strategies based on teachers’ learning environment and students’
needs, teachers frequently encounter training for policy compliance in the traditional professional
development model (Liberman & Mace, 2008).
Despite a large body of research expounding the ineffectiveness of traditional teacher
professional development, districts and schools continue to invest and require these programs,
many of them repeating and re-using outmoded, ineffective models of teacher education
delivery. Scholars have noted budget constraints as the primary obstacle in transitioning towards
more effective and contextualized continued teacher education. Wayne et al. (2008) observed
the cost of creating and delivering professional development grows proportionally with the
number of meeting days involved. Tight district budgets often lead to poor investments and
resource allocation for teacher learning programs (Little, 1993; Valli & Stout, 2003). Policies
mandate school districts to conduct continuing teacher education programs, and in the absence of
specificity, cost-savings options tend to favor traditional professional development workshops
and in-service days (Little, 1993; Stein, Smith, & Silver, 1999).
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Teachers’ Perceptions of Professional Development
Most teachers rely on professional development for instructional improvement, yet
research confirms most teachers report dissatisfaction with available programs (Leahy and Torff,
2013; Stein, Smith, & Silver, 1999). Grant (2003) explains that the many manifestations of
professional development—staff development, workshops, summer institutes to name a few—
are usually viewed with disdain. Structures of mandated programs are woefully inadequate and
continue a paradigm of curriculum and instruction that reinforce basic cognitive skills such as
memorization (Stein, Silver, & Smith, 1999; Thacker, 2017). Approaches like this treat
curriculum development and teaching as technical and prescriptive processes. Valli and Stout
(2004) explain that teachers often describe these programs as shallow, fragmented, and a waste
of time. Such views cause teachers to question the validity of proposed interventions and
reluctance to shift beliefs and make changes in pedagogical practices (Stein, Smith, & Silver,
1999). Desimone and Garet (2015) contend school districts have recognized the need for change
in teacher professional development programs and are making efforts to move away from
traditional programs towards more effective approaches.
Teachers tend to praise professional development that is focused on relevant content and
is sufficiently sustained, so that new understandings of instructional practices can be properly
developed (Little, 2006). Studies reveal since standards-based reforms establish requirements
for teachers to design curriculum and deliver instruction with emphasis on specific content and
higher-order thinking skills, teachers seek professional development aligned with the mandated
curriculum, instructional strategies that reflect the demands of the reforms, and take into account
their unique class and school environment (Desimone, 2002; Smith & Desimone, 2003).
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Research further demonstrates a consensus on necessary features for professional development
that contribute to changes in teacher practice.
Critical Features of Professional Development
Acknowledging that educational reform has become synonymous with teacher
professional development, Desimone (2009) calls for education researchers to investigate what
makes professional development effective in transforming teachers’ pedagogical practices and
increasing student achievement. Desimone asserts that researchers must move beyond
documenting teacher satisfaction; however, linking shifts in teacher practice as a result of a
professional development program poses some challenges. In addition to formal professional
development, Borko (2004) expounds on the continuous informal learning teachers receive.
For teachers, learning occurs in many different aspects of practice, including their
classrooms, their school communities, and professional development courses or
workshops. It can occur in a brief hallway conversation with a colleague, or after school
when counseling a child. To understand teacher learning, we must study it within these
multiple contexts, taking into account both the individual teacher-learners and the social
systems in which they are participants. (p. 4)
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Table 1. Effective Professional Development Features
PD Feature

Study

Finding

Formal and informal learning

Borko (2004)

Teacher learning occurs in
multiple contexts

Ongoing learning within
complex environmental
system

Opfer & Pedder (2011)

Teacher learning is an
ongoing process

Content, active learning,
coherence, duration, and
collective participation

Desimone (2009)

Teacher learning
is complex and interactive

Content, active learning,
coherence, duration, and
collective participation

Johnson, Sondergeld, &
Walton (2017)

Investment in teacher quality
results in improved outcomes;
sustained time is needed

Content, context, design,
professional learning
community

Darling-Hammond &
Richardson (2009)

Teachers can improve
practice through content rich
and collegial, active learning

Content, active learning,
coherence, duration,
collective participation, and
contextual factors

Hochberg & Desimone
(2010)

Programs must account for
teachers’ knowledge and
epistemological beliefs and
must demonstrate coherence
and contextual factors

Similarly, Opfer and Pedder (2011) argue that teacher learning is an ongoing process of
transformations of the knower and knowledge. “Learning is a continuous process through which
both the learner and the knowledge to be learned is redefined in relation to one another. Thus,
teacher learning is affected by prior knowledge that has many influences” (p. 388). Desimone
(2009) agrees there exists a myriad of experiences that can contribute to teachers changing
instructional behaviors; however, a way to study complex and interactive teacher learning
experiences is to focus on critical features of professional development activities—“those
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characteristics of an activity that make it effective for increasing teacher learning and changing
practice…rather than on the type of activity (e.g., workshop or study group)” (p. 183).
Desimone affirms that the five critical features—content, active learning, coherence, duration,
and collective participation—maintain consensus in research as playing an important role in the
effectiveness of a program.
Content focus refers to activities within professional development programs oriented
towards subject matter—the combination of content and instructional method—and how students
learn course content (Desimone, 2009; Hochberg & Desimone, 2010; Johnson, Sondergeld, &
Walton, 2017; Thornton, 2001). Johnson, Sondergeld, and Walton (2017) further add, “this
conception of content focus supersedes a simple focus on learning new content, but instead
grounds content learning within the teacher’s role of facilitator of learning” (p. 342). According
to Darling-Hammond and Richardson (2009), research confirms that intensive, content-rich
learning opportunities that allow for reflection and examination of pedagogical practice indeed
improves teaching practice.
As the term suggests, active learning fundamentally rejects the mere transmission of
information. Instead, this method when applied to teachers as adult learners, invites program
participants to engage in inquiry and new practice prior to implementation in the classroom. In
effect, the professional development space and interactions allow teachers the opportunity to
actively engage as students in the learning process. Stein, Smith, and Silver (1999) suggest,
“teachers frequently need to encounter the discipline as learners themselves, before grappling
with how to teach it” (p. 240). Desimone (2009) explains that active learning can take multiple
forms, e.g., observations followed by interactive feedback, review of students’ work, or
participant-led discussions. The importance of this feature is that it allows for experimentation
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with new content and strategies and receive feedback from educational experts and peers prior to
implementation (Hochberg & Desimone, 2010).
Coherence within teacher professional development creates alignment of learning with
teachers’ experiences and practical knowledge and beliefs (Allen & Penuel, 2015; Desimone,
2009). It can also mean the structuring of program activities within the framework of
educational reforms, district and school policies, state standards, and curriculum (Allen &
Penuel, 2015). In a multiple-case study that explores teachers’ sensemaking of science practicefocused instruction and the Next Generation Science Standards, Allen and Penuel discovered that
even when professional development positively impacts teachers’ attitudes and beliefs, changes
in instructional strategies may not occur due to perceived incoherence with policy requirements.
According to Little (2006), continuous focus on value-added subject matter explicitly connected
to relevant curriculum, instruction, and assessments maximizes the effectiveness of the
professional development program.
Duration suggests both a sustained professional development program over a period of
time and teacher contact hours in an activity (Desimone, 2009; Hochberg & Desimone, 2010).
Guskey (2010) argues that learning something new and finding meaningful ways for
implementation requires both time and effort. “Any change that holds great promise for
increasing teachers’ competence and enhancing student learning is likely to require extra work”
(Guskey, 2010, p. 386). Thus, teachers’ sustained engagement in a program or activity holds
promise for enduring changes in teacher practices. Johnson, Sondergeld, and Walton (2017)
further claim that providing continuous teacher learning opportunities leads to the sustainment of
a high-quality teacher workforce.
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Collective participation fosters a powerful teacher learning environment. Desimone
(2009) describes this feature of professional development as “participation of teachers from the
same school, grade, or department” (p. 184). However, Johnson, Sondergeld, and Walton found
cohorts from a district are just as effective. An important characteristic to collective
participation is that teachers perceive the support of an active learning community. Borko
(2004) explains teachers need a trusting, collaborative environment to critically examine current
curriculum and instructional practices. Lieberman and Mace (2008) similarly conclude in their
study of community development models that teachers who feel a sense of community and
maintain professional networks increases collaborative learning, making it possible for in-depth
reflection of content and personal and professional practices.
Trends in the Social Studies: Impact of Educational Reforms
Recent standards-based educational reforms have shaped and influenced social studies
curriculum and instruction in many unintended and negative ways. Since NCLB, the
prioritization of math and literacy skills have overshadowed other content areas. Research
reveals this artificially constructed hierarchy in K-12 education impacts the social studies in two
ways: 1) reduced time dedicated to history, geography, civics, economics, and other social
studies courses; 2) focused literacy instruction through the social studies (Au, 2013; Crocco,
2013; Ediger 2004). Vogler and Virtue (2007) further found that middle and high school social
studies teachers struggle to move beyond the facts and teacher-centered instruction towards
pedagogies for higher-level, critical thinking and analysis due to the overwhelming amount of
content within curricular standards and perceived pressure to complete the curriculum.
Similarly, Journell (2010) discovered in a review of social studies education research that
teachers do not incorporate instructional strategies to help facilitate students’ critical reasoning

29

skills. Instead, teachers focus instruction on content specifically reflected on end-of-course and
high-stakes exams. Journell concluded that accountability measures tend to foster a teach-to-thetest, didactic pedagogical approach in the social studies. These trends, resulting from teachers’
attempts to adhere to reforms, demonstrate a departure from what is considered inherent social
studies practices of critical analysis of political, social, cultural, economic, and environmental
systems.
Leming, Ellington, and Schug (2006) lament the evidence in research that demonstrates
most students graduate high school with only basic knowledge of social studies. In a study that
employed a nationally representative telephone survey, second, fifth, and eighth grade social
studies teachers reported time reduction and literacy instruction as obstacles for meaningful
social studies (Leming, Ellington, & Schug, 2006). Teachers also reported their schools
accorded low importance to social studies education, including civics. Westheimer (2015)
maintains that schools in democratic societies must build social studies curricula and instruction
to challenge students in complex and uncomfortable topics and engage them in inquiry-centered
activities to properly explore contemporary issues. Westheimer contends, “If being a good
democratic citizen requires thinking critically about important social assumptions, then that
foundation of citizenship is at odds with recent trends in education policy” (p. 13). Cornbleth
(1995) recognized early on the politicization of education under the standards movement and
noted the especially contentious discourse of the social studies publicly played out by
educational policymakers and scholars. She astutely assessed the narrowing of the curriculum
and teachers’ curricular decisions, and its potential negative effects on student outcomes. For
Crocco (2013), this narrowing of curriculum led to the removal of critical issues such as religion,
race, and class which she identifies as the “evaded curriculum” (p. 331). In its current manner,
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the social studies avoid “an issues-based curriculum that encourages critical thinking, debate and
discussion, and case studies in democratic dilemmas in developmentally appropriate ways for
every grade level” (Crocco, 2013, p. 331). This is quite troublesome, since impactful social
studies require critical thinking that raises questions about complex ideas and contemporary
issues and invite different perspectives to support of students’ voices that move beyond
memorization and the constrained curricula (Cornbleth, 2002). Highlighting a socio-cultural
impact, Pace (2011) further highlights the “narrowing of the curriculum occurs
disproportionately in low-performing schools with large minority populations, thereby
contributing to educational inequity in the name of narrowing the achievement gap” (p. 33).
For the foreseeable future, education policies and procedures will remain structured
around standards and standardized testing (Sleeter & Carmona, 2017). Too often, accountability
measures lead teachers to create an education experience focused on content coverage rather than
an intellectually rigorous environment. In an effort to change prevailing trends in the social
studies, Crocco (2013) advocates for an educational system that allows teachers to refresh and
learn new curriculum and instructional strategies and to engage in reflective practices of personal
teaching methods instead of threatening teachers with retaliatory measures related to student
performance. Crocco identifies the potential in teacher professional development for the social
studies, a subject often overlooked in education research, and calls upon researchers to take a
deeper look at possibilities in continued teacher education to mediate the current troubles in the
social studies and to move towards achieving critical requirements of the content area.
Critical engagement in student learning is another ongoing issue in social studies
education. In an article titled “Engaging Social Studies Educators: Professional Development on
Inquiry,” Krizan (2019) concedes, “the possibilities of a dynamic and engaging approach to
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learning labor against time constraints imposed by a content-heavy curriculum” (p. 160).
However, she asserts social studies teacher professional development must center on helping
teachers develop inquiry-based pedagogical skills to affect necessary change. van Hover (2013)
noted the problem in the frequency of weakly conceived traditional social studies professional
development programs that fail to properly address the unique demands teachers face in creating
social studies learning experiences centered on critical engagement. She assessed that a
prevalent issue with social studies teacher professional development is the lack of overall
guidance for effective programs. Consequently, fragmented and decontextualized professional
development persist. Fundamental to the demand for high-quality social studies teacher
professional development within standards-based education is the need to address teachers’
professional lived experiences and help them understand their role as curricular instructional
gatekeepers.
Social Studies Curricular-Instructional Gatekeepers
Social studies teachers face difficult decisions in structuring content, developing
activities and assessments, and teaching to meet the needs of diverse learners. Thornton (1991)
theorizes that teachers act as curricular instructional gatekeepers; simply stated “teachers make
day-to-day decisions concerning both the subject matter and the experiences to which students
have access and the nature of that subject matter and those experiences” (p. 237). There are
three qualities that essentially contribute to curricular-instructional gatekeeping. First, how a
teacher defines the social studies influences decisions made for curriculum and instruction.
Second, teachers are likely to view the social studies as synonymous with the official curriculum,
e.g., standards and textbooks. Teachers may perceive their roles as limited in content
development and more flexible with instructional practice. Third, teachers’ selection of
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instructional strategies is heavily influenced by the official curriculum and classroom
management. Thornton further explains that gatekeeping occurs within a social environment,
thus contextual factors significantly impact decisions made for curriculum and instruction. If
curricular instructional gatekeeping occurs consciously, teachers consider the complexity of
curricular options and deliberately judge material, strategies, scope and sequence for lessons.
Thornton (1991) cites several studies that suggest “beyond doubt that teachers’ beliefs
about the meaning of social studies strongly influence their curricular-instructional decisionmaking” (p. 241). Some of these studies reveal an undue influence of textbooks as authoritative
content, consequently guiding and shaping subject matter. This is extremely problematic, since
according to Davis (2018), recent studies continue to demonstrate discriminatory and
stereotypical content in social studies textbooks.
The social studies remain a contested space in which dominant, socio-political narratives
and practices unfold. Thornton (2001) recognizes that in consideration of current understandings
of how gatekeeping adheres to official curricula, teacher education remains inadequate. The
National Council for the Social Studies (2016) envisions the social studies as encompassing
comprehensive processes that engage students in confronting complex dilemmas, encourages
critical thinking, and enables civic decisions with consideration of multiple perspectives. To
meet this vision of meaningful social studies, teachers require a deeper understanding of subject
matter (Valli & Stout, 2004).
Social Studies Professional Development
The National Council for the Social Studies’ (2017) National Standards for the
Preparation of Social Studies Teachers proposes and explains skills and themes necessary for
effective social studies teacher education in its various forms, to include professional
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development. Five standards are nested within a framework that advocates for rich,
differentiated, and collaborative learning activities. The first three target social studies content,
teaching methods, and assessments. Teachers are required to demonstrate content knowledge,
pedagogical skills that incorporate social studies content and literacies for civic competence, and
the ability to design and implement instruction and assessments guided by learning outcomes and
data. It is noteworthy to elaborate on standards four and five to highlight the socio-political and
cultural nature and implications of the social studies. Standard four emphasizes the need for
social studies educators to focus on diverse and inclusive curriculum and instruction with
particular focus on social justice for an equitable society. Standard five calls for teachers “to
utilize their social studies knowledge, inquiry skills, and civic dispositions so as to advance
social justice and promote human rights through informed action in schools and/or communities”
(p. 25). This call for a social-justice, multicultural oriented teacher education framed within
community context is not new. In a four-year project which included the review and synthesis of
research related to diversity in education, Banks et al. (2001), acting within the capacity of the
Multicultural Education Consensus Panel, outlined “essential principles” in which educational
policies and practices can improve (p. 197). The first principle listed by the panel describes
effective professional development programs as “helping teachers understand the complex
characteristics of ethnic groups within U.S. society and the ways in which race, ethnicity,
language, and social class interact to influence student behavior” (p. 197). The basis for this
principle, according to the panel, stresses that in order to increase educational opportunities for
diverse learners, they must understand the socio-cultural experiences of their students. For Gay
(2002),
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Culturally responsive teaching is defined as using the cultural characteristics,
experiences, and perspectives of ethnically diverse students as conduits for teaching them
more effectively. It is based on the assumption that when academic knowledge and skills
are situated within the lived experiences and frames of reference of students, they are
more personally meaningful, have higher interest appeal, and are learned more easily and
thoroughly (p. 106).
Thus, recommendations for social studies teacher education maintain a strong emphasis for
inclusion of culturally responsive strategies that transform students’ lived experiences into
successful classroom practices (Banks et. al, 2001). Sleeter and Carmona (2017) point out that
developing skills to transform curricula for inclusiveness and facilitate student engagement in
democratic, social justice-oriented decision-making takes time to learn. Most teachers cannot
change pedagogical practices without help or support.
The Arts’ Contribution for Critical and Inclusive Social Studies
Educational environments structured along prescribed content and measured by tests fail
to intellectually engage students (Eisner, 1991). In a chapter dedicated to the arts within the
social studies in the Handbook of Research on Social Studies Teaching and Learning, Eisner
(1991) reasons:
Common standards applied objectively to all with an aura of detachment and measures
precision obviate the need for judgement. When judgement is required it often smacks of
subjectivity and conjures up its own sense of inequity. Procedures that educators have
become accustomed to—objective testing, for example—can and do lead to evaluation
practices that are believed to provide for another type of equity, evenhandedness. In fact
equity is confused with sameness, and there is a failure to recognize that the conventional
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forms used to teach and assess tap only a small portion of human aptitude, often
handicapping students who, had other options been provided, might have done very well
indeed. (p. 553)
Eisner unveils yet another significant issue with the standards-based approach to education—it
denies students equal and equitable access to education due to its failure to properly address the
multiple ways in which students learn. Eisner builds his assertion on Gardner’s (1995) theory of
multiple intelligences that expands the concept of cognition by advancing the claim that “the
human species has evolved to be able to analyze at least seven different kinds of information in
the world, ranging from language to music to data about other persons and the self” (p. 16).
Gardner posits that problem-solving may involve a combination of the seven intelligences:
logical-math, linguistic, musical, spatial, bodily-kinesthetic, interpersonal, and intrapersonal
(Gardner & Hatch, 1989). Gardner also emphasizes that all individuals possess these seven
capacities, “…but no two individuals exhibit the same profiles of intellectual strengths and
weaknesses” (Gardner, 1995, p. 16).
Eisner (1994) underscores the need for educators to consider the varied ways meaning—
an act of cognition— can come about and suggests that curriculum should attempt to engage
students in multiple forms of literacy. He describes literacy as “…the ability to encode or
decode meaning in any of the forms of representation” (p. x). Representation can occur through
auditory, visual, kinesthetic, olfactory, and gustatory means, e.g. music, paintings, poetry, dance
and text, and engages the senses to commence acts of cognition. Eisner expands on Dewey’s
(1934/2005) recognition that the senses serve as a primary role in acts of cognition resulting in
the creation of experiences. In his book titled Art as Experience, Dewey asserts, “… for mind is
the means by which participation is rendered fruitful through sense; by which meanings and

36

values are extracted, retained, and put to further service in the intercourse of the live creature
with his surroundings” (p. 22). Eisner (1994) further regards affective responses and cognition
as interactive processes that form human experiences. For these reasons, a student’s educational
environment ought to support the creation of meaning through multiple forms of representation
and offer students opportunities to become multiliterate.
Westheimer (2015) urges educators to create learning environments that teach students to
think critically evaluate information from multiple perspectives, and to develop a passion to
engage in serious and complex dialogues about contemporary issues within their community,
society, and nation. Social studies teachers should seek to develop students’ critical
consciousness of society and help them overcome conformity (Eisner, 1991). However, Eisner
identifies significant limitations in social studies curricular resources that impede students from
developing such skills and proposes the fusion of the arts into social studies curriculum and
instruction as a potent approach to upend curricular constraints. For example, Eisner offers a
poignant evaluation of history textbooks:
Text, particularly the text of textbooks as contrasted with literary history, is often so
eviscerated of affect that the feel of the period cannot be experienced. A lifeless text
about a difficult and painful period in American history is a kind of lie. In this sense,
many of the textbooks provided in school lie (p. 553).
Arts-based social studies offer ways to expand students’ understanding of the world by creating
learning experiences that invite students’ personal experiences and background knowledge and
encourages meaning making in the learning environment. Furthermore, considering art as an
inherently social activity, a natural connection exists with critical inquiry in which divergent
community voices find representation (White, 2004).
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Although research on arts-based, social studies education remains scant, existing studies
within the field and other disciplines confirm Eisner’s theory of arts-based education to critically
engage students in social studies content. Epstein (1994) devised five two-week “historical arts”
social studies curriculum that included visual arts, music, and literature for a qualitative study (p.
174). She reasons that the historical arts reveal less about causation of events and focuses more
so on people’s lived experiences. Epstein found arts-infused social studies lessons resulted in
students constructing multiple interpretations of primary sources and exhibiting insightful
analyses of complex conceptions of historical events. “In synthesizing interpretations of the
historical arts, students demonstrated understandings characterized by a depth and dimension
they could not have constructed from a textbook of traditional text alone” (Epstein, 1994, pp.
193-194).
In a mixed methods study, Taylor, Iroha, and Valdez (2015) explored the impact of an
arts-based social studies program that serves an all-boys, predominantly Black student
population in a Title I priority middle and high school. Program teachers integrated 76 historical
and culturally representative visual art pieces from Black and Latinx artists into lessons and used
the artworks to launch inquiry-based discussions and primary source analysis. Taylor et al. note
students’ personal connection with artists’ biographical stories and found that arts integration
indeed provokes students’ interest and fosters a deeper understanding of history. Thus, social
studies content became more meaningful.
Cruz, Ellerbrock, and Smith (2015) describe the InsideART program, a collaborative
visual arts project that fuses socially conscious art (SCA) with social studies curriculum. Cruz et
al. contend,
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SCA, at its most basic level, is democratic—freedom to explore and express personal
attitudes, opinions, and positions on real world problems through art. SCA has the
potential to foster an increased sense of cultural competence and sociopolitical
consciousness as artists explore their social consciousness most visibly through the
subject matter of their work. (p. 11)
As an example of the impact of SCA, the InsideART program sponsored a visit of Equatorial
Guinean artist, Ramón Esono Ebalé, at a local high school to share his story and artwork with
students. Prior to the speaking engagement, students learned about the African country’s history,
geography, economy, and social issues. Students demonstrated an immediate connection with the
artist and his works and inquired about his socio-political experiences. A teacher claimed, “I
have never witnessed students so engaged” (Cruz et al., 2015, p. 10). Cruz et al. argue that
socially conscious art is a powerful means to engage students in social issues and a powerful
motivator for a democratic world.
Arts-Based Social Studies Professional Development
Research focused on arts-based education suggests that the arts can serve as a
pedagogical site in which students develop capacities to critically and creatively think about the
past, present, and future (Desai, Hamlin, & Mattson, 2010). Scholars recognize a natural
association between the social studies and art education (Desai, Hamlin, & Mattson, 2010;
Eisner, 1991; Eisner, 1994). The expressive content of the arts tends to expand historical
understanding through acts of interpretations, thus, allowing students to evaluate works in
relation to social and cultural values (Efland, 2002; Eisner, 1991). Hulsbosch (2015) further
argues arts-based education stimulates “practices and new perspectives for investigating cultural
identity formation, learning about social justice, democracy, intra-and intercultural understanding
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and acceptance and global citizenship” (p. 90). Thus, a shift towards arts-based social studies
education seems straightforward, since these concepts connect well with social studies curricula.
In the article “The Role of the Aesthetics within AP History Courses,” Belesis (2020)
contends that students come to view visual artworks as a form of communication and consider
“artists as people who document the political, social, cultural, and economic aspects of society
from a personal perspective” (p. 186). The author observed an increase in student achievement
in his classroom as a result of an arts-based approach to teaching and learning.
Yet despite these heartening reports, arts-based social studies curriculum and instruction,
as a means for critical and inclusive education, is frequently overlooked. Eisner (1994) explains:
“The most difficult task for educators may very well be relinquishing the yellow school bus
mentality that conceived of both the purposes and the forms of schooling in terms conditioned by
familiar and comfortable traditions” (p. 69). Equally problematic is the paucity of research
dedicated to arts-based, social studies teacher professional development. The educational studies
that do explore the impact of arts-based teacher professional development indicate the possibility
of aesthetic experiences leading to teachers changing beliefs about students’ learning, curriculum
development, and instructional practice.
Conrad, Moroye, and Uhrmacher (2015) conducted a qualitative study of a one-day artsbased, K-12 teacher professional development workshop that incorporated perceptual lesson
planning, also known under the acronym CRISPA (connections, risk-taking, imagination,
sensory experience, perceptivity, and active engagement). Connections relates to the various
ways (e.g., intellectual, sensorial, emotional) in which students can connect with subject matter.
Risk-taking offers opportunities for students to engage with the content of a course in new ways.
Imagination refers to insightful and interactive engagement with ideas. Sensory experience
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attempts to create investigative activities by engaging students’ senses. Perceptivity requires a
deeper sensory experience that allows students to “see or re-see in order to know more” (p. 5).
Lastly, active engagement suggests students are participants in their learning experience through
decision and personal meaning making. Influenced by the aesthetic ideas of Dewey and Eisner’s
multiple forms of representation curriculum and instruction theory, Conrad et al. conceptualized
the CRISPA approach to guide teachers in the creation of interdisciplinary, aesthetic learning
experiences rather than learning for testing outcomes.
Each teacher-participant was asked to recreate a lesson from his/her/their repertoire
applying the CRISPA approach. One teacher described CRISPA as a disruption to the traditional
lesson planning process. Conrad et al. interpreted this as meaning a shift towards an innovative
approach that removes teachers as implementers of prescriptive curriculum and “(re)places the
teacher at the heart of curriculum work” (p. 10). The study further reveals that teachers
perceived CRISPA as enhancing lessons in meaningful ways. Teachers were able to envision
curriculum and instruction centered on student learning rather than accountability measures. It
is unclear, however, how long the effects lasted after the one-day professional development
event.
In a multi-phase, multi-year study conducted in Canada, Andrews (2010) explored
teachers’ perspectives on learning to teach through the arts in a professional development course.
The professional development program offered teacher-artist collaboration, relevant activities
and curriculum, and integrative arts-based strategies. Teachers initially reported lack of
confidence, students’ negative perceptions of traditional art (e.g., classical music), and reliable
evaluations of student progress as obstacles for arts-based lessons. The researcher also noted
teachers’ initial resistance to arts-based methods was the perception that “society’s view of the
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arts as entertainment rather than learning of fundamental educative value, and the increasing
emphasis by educational authorities on literacy, numeracy, and standardized testing” (p. 87).
However, by the end of the course, the participating teachers had altered their beliefs of artsbased instructional practice through active engagement in a learning community built upon
mutual support, emotional openness, and risk-taking. Andrews found the incorporation of artist
and teacher collaboration activities contributed to an increase in teachers’ confidence in
incorporating arts-based strategies and instructional approaches. Furthermore, “teachers require
a balance of subject expertise… and integrative strategies… to enhance their arts learning and to
be willing to teach the arts in their own classrooms” (p. 91). According to Andrews, the balance
of collaboration and relevancy helped teachers develop arts-based pedagogy and realize the
potential of the arts in their subject area.
In the article titled “Arts in Education: Professional Development Integrating the Arts and
Collaborating with Schools and Community,” Vitulli, Pitts, and Fresne (2013) describe the Arts
in Education (AiE) teacher professional development program hosted by the University of South
Alabama in Mobile. Similar to the teacher professional development in Andrews’ study, the
arts-based program reflects coherence, duration, context, and active learning features and offers
participants collaboration with artists. Vitulli et al. highlight the strength and momentum the
program generates from collaboration and partnerships with community stakeholders and
educators. While the researchers’ purpose for the study centers on the benefits of community
collaboration, Vitulli et. al correlate positive program feedback with high impact.
External reviews of the AiE program have been consistently strong and Mobile Arts
Council representatives indicate that sessions are ‘fun, informative, and very fast-paced
with so much occurring in such a short amount of time… It recharges you.’ These are
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indicative of the comments regularly received from participant-teachers when they
evaluate the AiE professional development training and mentoring. (p. 51)
While this feedback demonstrates promise for arts-based professional development, it lacks
qualification for evidence. The researchers would need to explore participants’ integration of
arts-based curriculum and instruction and/or study shifts in student achievement within an
integrated arts learning environment to show impact. However, Vitulli et al. provide valuable
insight to the importance of stakeholder support and buy-in for the success of arts-based teacher
professional development.
In a qualitative study that examined pre-service teachers’ understanding of sociocultural
issues in schooling and teaching through an arts-based inquiry course, Kraehe and Brown (2011)
discuss the intrinsic socio-cultural context of art that enables social-justice orientated pedagogy.
Kraehe and Brown found that “the “recursive, collaborative, arts-based learning opportunities in
the course enabled students to develop co-constructed understandings about the socially unjust
nature of schools and teaching” (p. 505). The researchers conclude that the reflective nature to
arts-based inquiry in teacher education enables pre-service teachers’ awareness of how teachers
recreate the world— “either by reinscribing existing inequitable social relationships, or by
challenging and seeking to transform these inequities” (p. 507). Thus, according to Kraehe and
Brown, pre-service teachers become keenly aware of the social responsibility they incur in the
profession.
Summary
The extant literature in social studies teacher professional development—especially with
an arts focus—is limited. According to van Hover (2008), “our knowledge of the professional
development of social studies teachers is idiosyncratic and there exists no ‘big picture’ of social
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studies professional development across the country” (p. 355). Social studies teachers’ poor
attendance rate seems to exacerbate this problem. According to Hansen and Quintero (2017), a
nationally representative survey of social studies teachers reveals that this group of educators are
among the least likely to remain engaged in continuous professional development. According to
the report, one possible reason for this low participation in professional development is that
social studies teachers seem to have more school responsibilities (e.g., coaching an athletic team,
administrative duties, and teaching outside their specialty area) relative to teachers in other
subject areas.
Clearly, professional development that is ongoing, adult appropriate, learner centered,
and relevant to our diverse classrooms is what would serve teachers—and by extension,
students— best. Research that examines the impact of professional development programs on
social studies teachers’ pedagogical practices is needed. Qualitative research offers promise in
illuminating professional development programs and activities that enable good and lasting
change in social studies teaching methods. Case studies, specifically, can provide insight into
how proposed strategies and interventions affect teachers’ curricular-instructional decisionmaking.
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Chapter Three:
Methodology
Introduction
Social studies teachers encounter ongoing challenges in meeting the demands of
educational accountability while simultaneously attempting to create meaningful, social justiceoriented social studies lessons. Emphasis is placed on continued professional development to
help teachers learn to navigate both state education requirements and the vision of a social
studies education. Arts-based, social studies professional development holds promise in
developing teachers’ ability to connect mandated curricula with creative learning experiences so
that students can critically examine historical and contemporary issues (Albers, Flint, &
Matthews, 2019; Desai, Hamlin, & Mattson, 2010).
The purpose of this qualitative case study was to describe teachers’ perceptions of an
arts-based, social studies professional development program, and investigate if and in what ways
the program influences teachers’ curricular-instructional decisions. To capture and evaluate the
complexities of teachers’ perceptions and decision-making, I applied educational
connoisseurship and criticism as the research design. According to Dotson (2007), “This
qualitative research methodology lends itself well to studying why teachers teach the way they
do and, in its final form, offer the readers of the research a vivid and insightful understanding of
teachers’ teaching journey” (p. 11).
Two conceptual frameworks and one theoretical framework undergirded the
epistemological foundations of this case study. Desimone (2009) adumbrates the critical features
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of teacher professional development that lead to a highly effective program: content focus,
active learning, coherence, duration, and collective participation. Research indicates these
features collectively can effect change in teachers’ pedagogical practice. Thornton (1991)
positions teachers as curricular-instructional gatekeepers. Teachers make daily decisions on
what is included and excluded from curriculum and instruction. These decisions are shaped by
“…their larger educational purposes, specific goals, and criteria embedded in their knowledge
and beliefs about subject matter, teaching, and learning” (Pace, 2011, p. 34). Consequently,
deliberate processes and contextual factors of teachers’ decision-making can optimally be
explored through qualitative research methods. Additionally, Eisner’s (1994, 2002) theory of
cognition through multiple forms of representation underscores the importance for the inclusion
of art to create educational experiences. When applied to teacher learning, arts-based
professional development privileges imagination and novelty and provides a space for
interactive, reflective practice so teachers may reconceptualize approaches to teaching and
learning (Kraehe & Brown, 2011).
The following research questions structured the collection, analysis, interpretation, and
evaluation of data collected:
RQ1: How do four social studies teacher-participants describe their experiences with
teacher professional development in general?
RQ2: How do four social studies teacher-participants describe their experiences in an
arts -based professional development program?
RQ3: How do four social studies teacher-participants describe the influence of an artsbased professional development program on their curriculum development and
instructional strategies?
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RQ4: Do curricular documents reflect social studies teacher-participants’ integration of
strategies from an arts-based professional development program? If so, in what ways?
Research Design
This study employed Eisner’s educational connoisseurship and criticism as the research
design. Eisner (1976) conceives educational research as an attempt to understand idiographic
phenomena in which each educator, curriculum, and course present a unique, qualitative study.
In this arts-based research approach, the researcher fills the role of both connoisseur and critic
similar to how these positions operate in the arts. Eisner (1977) explains:
Connoisseurship in education, as in other areas, is that art of perception that makes the
appreciation of such complexity possible. Connoisseurship is an appreciative art.
Appreciation in this context means not necessarily a liking or preference for what one has
encountered, but rather an awareness of its characteristics and qualities. (p. 346)
For Uhrmacher, Moroye, and Flinders (2017), connoisseurship requires the researcher/critic to
engage the senses during investigative experiences in order to be able to make subtle
distinctions. This suggests a personal act of appreciation by the researcher/critic who brings to
bear experiential understanding of educational activities under observation.
Educational criticism is complementary to connoisseurship in that it reveals the
educational experience to the public (Eisner, 1976, 1977). Eisner (1977) clarifies:
What the critic aims at is not only to discern the character and qualities constituting the
object or event—this is a necessary but insufficient condition to criticism—the critic
also aims at providing a rendering in linguistic terms of what it is that he or she has
encountered so that others not possessing his level of connoisseurship can also enter into
the work. (p. 347)
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Thus, educational criticism is a public art in which the researcher/critic presents the qualities that
constitute the work and illuminates its significance (Eisner, 1977). It is mainly concerned with
the details that give curriculum and instruction its distinctive character (Flinders & Eisner, 1994).
As portrayed in the graph below (Figure 3), educational critics communicate educational
experiences through four interrelated dimensions: description, interpretation, evaluation, and
thematics (Eisner, 1976; Flinders & Eisner, 1994; Dotson, 2007; Uhrmacher et al., 2017). The
descriptive dimension involves a re-presentation of the researcher’s perception (Flinders &
Eisner, 1994). The educational researcher focuses on constructing a clear, detailed, and
insightful description of the educational phenomenon through artistic and factual writing
(Dotson, 2007). Interpretation includes the researcher’s “points of view and understandings
about what things mean or why events happen as they do” (Flinders & Eisner, 1994, p. 348).
According to Dotson (2007), interpretation contains two components: intrinsic and extrinsic.
Intrinsic interpretation focuses on patterns and its meanings, while extrinsic interpretation centers
on the educational activities’ “relationship to historical, political, and social conditions” (p. 15)
and considers the educator’s philosophy, vision, and approach. Evaluation requires the
researcher to render judgements about the educational value of the study (Dotson, 2007;
Uhrmacher et al., 2017). The educational researcher/critic embraces and explores the complexity
of the educational activity, highlights good practices, and points out idiosyncratic phenomena
(Dotson, 2007; Uhrmacher et al., 2017). Finally, themes reflect the important features found
within the data. The researcher/critic endeavors “to extract some general principles, findings,
lessons, and the life from the study or particulars” (Flinders & Eisner, 1994, p. 352).
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Description

Interpretation

Thematics

Evaluation

Figure 3. Dimensions of educational connoisseurship and criticism

Qualitative Case Study
A qualitative case study calls for an intensive examination and analyses of a bounded
social phenomenon (Bloomberg & Volpe, 2016). Cohen et al. (2019) further maintain that case
studies allow for layered contextual levels and capture the complexity of an event. The authors
state, “They strive to portray ‘what is it like’ to be in a particular situation, to catch the close-up
reality, rich details and ‘thick description’ of participants’ lived experiences of, thoughts about,
and feelings for, a situation” (p. 377). As Thornton (1991) suggests, teachers’ beliefs about the
social studies influence curriculum development and instructional approaches. Consequently, a
qualitative case study illustrates fine details and provides access to teacher-participants’
perceptions of an arts-based social studies professional development and subject matter
otherwise not found in quantitative studies. In this case study, interviews and examination of
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curricular documents illuminated teacher-participants’ reasoning and processes of their decisionmaking, gaining insight into their act of curricular-instructional gatekeeping.
Research Sample
The InsideART teacher professional development program results from a combined effort
between the University of South Florida’s Contemporary Art Museum (USF CAM) and Social
Science Education program in collaboration with local school districts. University faculty, staff,
and graduate students work together to create a meaningful museum and learning experience for
middle and high school art and social studies teachers. Each semester teacher-participants are
invited to campus for a one-day workshop during which teachers actively engage in Visual
Thinking Strategies led by a museum educator as they tour a contemporary art exhibit. Teachers
are exposed to local and global social, political, cultural, economic, and/or environmental issues
while learning methods intended to provoke reflective and critical thinking through socially
conscious visual art. A specially-designed curriculum tied to that semester’s art show is
distributed and discussed. Participants of the workshop are afforded opportunities throughout the
day to network and share their classroom practices influenced by previous InsideART workshops.
The culminating activity invites teachers to participate in a lecture and question-and-answer
session hosted by an exhibition artist. Before closing for the day, all teacher-participants are
given the opportunity to provide anonymous feedback on the experience in written form.
Potential social studies teacher volunteers for this case study were recruited from the fall
2020 InsideART professional development workshop. Following the Institutional Review
Board’s (IRB) approval to conduct research (see Appendix B), I sent an email message to all
social studies teacher InsideART workshop participants requesting volunteers for the study with
an “Informed Consent to Participate in Research Involving Minimal Risk” form (see Appendix
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C) attached. This form provided potential volunteers with details of the investigator, study,
subjects, voluntary participation, benefits, compensation, risk, and confidentiality information.
Due to the unforeseen stressors of the COVID-19 pandemic, a convenience sampling strategy
was employed to recruit volunteers. Cohen et al. (2019) describe this approach as selecting the
nearest individuals and continuing the process until the desired sample size is reached. For this
study, all four social studies teachers who volunteered were accepted as teacher-participants.
Reflexivity Statement
My familiarity with the InsideART professional development program began as a
participant three years ago. As a world history teacher at a local charter high school, I sought
professional development programs that demonstrated alternative approaches to traditional
workshops and centered instruction on content and innovative pedagogical strategies. My first
experience with the InsideART professional development left a powerful impression on the
impact of arts-based instruction in my own practice. It also reminded me of my own
transformative academic experiences in post-secondary history courses.
My ties with the InsideART program and staff grew upon admission to the doctoral
program. The College of Education faculty co-sponsor offered me a curriculum developer
position, which I happily accepted. Since then, I have acted within this capacity for six iterations
of the program, and have presented on its unique features for state, national, and international
audiences. Throughout this time, I developed strong friendships with the faculty sponsors, and
maintain acquaintance-like relationships with several teacher-participants.
As the data collection and evaluation “instrument” for this case study, my biases may
pose obstacles during the interpretation of the data. Denzin (1994) refers to this as an
“interpretive crisis” (p. 501). In order to adhere to ethics and validity standards for qualitative
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studies, I engaged in reflective journaling. Ortlipp (2008) contends that keeping a reflective
journal is a strategy for both reflexivity and transparency. The researcher should acknowledge
and share personal values. As such, this provides insight and demonstrates to readers the
inherently constructed nature of research.
Methods of Data Collection
Semi-structured interviews. According to Cohen et al. (2019), interviews allow
participants to share their worldview and express how they regard situations from their own
perspectives. In this regard, an “interview is not simply concerned with collecting data about
life: it is life itself; its human embeddedness is inescapable” (p. 506). Thus, to gain insight into
teacher-participants’ perspectives of the InsideART program and curricular-instructional
decision-making, three semi-structured interviews (see Appendix C) for each teacher-participant
were conducted. I interviewed individually teacher-participants at the beginning of the study,
after attending the fall 2020 InsideART professional development workshop. The second semistructured interview occurred after the delivery of curricular documents, but prior to the
execution of the lesson. The third interview occurred post enactment of the lesson. All
interviews were conducted virtually via Zoom.
Curricular artifacts. Lesson plans are an outward manifestation of teachers’ pedagogical
decisions. Consequently, analysis of these curricular documents “is potentially rich in portraying
the values and beliefs of participants in the setting” (Bloomberg & Volpe, 2016, p. 157), and can
reveal how the affective component of arts-based instruction is integrated with social studies
content. I collected lesson plans and instructional materials. This revealed information
regarding the formal curriculum versus the intended delivered curriculum.

52

Researcher journal. Due to my active participation as a curriculum developer with the
InsideART program, I engaged in reflective journaling throughout the study. Lincoln and Guba
(1982) posit that a reflective journal is similar to anthropologists' field journals and serves as a
primary means for the researcher to perform a running check on the biases s/he brings into the
study. This provides transparency and useful material specifically for validity claims
(Bloomberg & Volpe, 2016).
Alignment of research questions, data collection, and conceptual and theoretical
frameworks is illustrated in the methodology table below (Table 2). The table provides a guided
approach and helps distinguish concepts and method for each research question.

Table 2. Methodology
Research Questions

Theoretical Frameworks

Research/Data
Collection Methods
Semi-structured
interviews

Critical Features (Desimone,
2009)

How do four social studies teacher-participants
describe their experiences in an arts -based
professional development program?

Semi-structured
interviews

Critical Features (Desimone,
2009)

How do four social studies teacher-participants
describe the influence of an arts-based
professional development program on their
curriculum development and instructional
strategies?

Semi-structured
interviews

Critical Features (Desimone,
2009): Multiple Forms of
Representation (Eisner, 1994)

Do curricular documents reflect social studies
teacher-participants’ integration of strategies from
an arts-based professional development program?
If so, in what ways?

Semi-structured
interviews &
curricular artifacts

Curricular-Instructional
Gatekeeping (Thornton, 1991);
Multiple Forms of Representation
(Eisner, 1994)

How do four social studies teacher-participants
describe their experiences with teacher
professional development in general?
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Approach to Data Analysis
Cohen et al. (2019) state, “In abiding by the principle of fitness for purpose, the
researcher must be clear what she/he wants the data analysis to do as this will determine the kind
of analysis that is undertaken” (p. 646). The authors further clarify that the purpose will
determine the type of analysis performed. For an educational connoisseurship and criticism
research design, Uhrmacher et al. (2017) suggest annotation from the perspective of the arts and
humanities. This form of analysis calls for the researcher to create descriptive vignettes from the
data collected followed by careful analysis. Uhrmacher et al. state:
…We might follow the lead of the literary critic and begin by reading the description
aloud several times, attending to rhythm, dialogue, interactions among participants and
the environment, various kinds of curriculum at play, and other salient features found in
most educational situations. By considering them in a complete picture, we can then
analyze the relationships between the common features of a classroom (or other setting)
that make the space unique and meaningful for its inhabitants. The annotations may then
be refined and moved toward anticipatory frameworks and themes, just as is done
through the coding process. (p. 57)
Specifically, I engaged in global annotation. According to Uhrmacher et al. “Global annotations
remind the critic to examine the data at-large. Look over the entire data set to see what stands
out. To discern important contours of the situation and experiences of those involved”
(Uhrmacher et al., 2017, p. 57). While coding is an option for this research design and similar to
global annotations, Uhrmacher et al. highlight its scientific origin. Thus, for research design
symmetry, global annotation aligns more so with the arts-based framework of this study.
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Ethical Considerations
All proper safeguards were observed to protect the rights of teacher-participants. The
“Informed Consent to Participate in Research Involving Minimal Risk” form was sent to all
potential volunteers. Cohen et al. (2019) discuss the principle of informed consent concerns both
autonomy and the participants’ right to self-determination. All teacher-participants maintained
the right to refuse to participate, and teacher-participants had the option to withdraw once the
research started.
Protocols to protect the privacy, anonymity, and confidentiality of teacher-participants
were implemented. Interviews were video recorded and transcribed. I transcribed all interviews
myself. All audio records and electronic transcription data are stored in a USB flash drive with
password protection and remain in a locked filing cabinet in my home office for five years. I am
the only individual who has access to the data. In consideration of anonymity and
confidentiality, pseudonyms were created for the four teacher-participants and schools. Consent
forms and other paper files will be shredded, and electronic information will be deleted at the
end of the suggested timeframe.
Validity
Structural corroboration. According to Dotson (2007), structural corroboration comes
from the field of art criticism. This approach requires the collection of data from multiple
sources to establish links that create a whole picture. “Multiple kinds of data from different
participants may be examined for recurrent behaviors, patterns, and even the absence of certain
qualities” (Uhrmacher et al., 2017, p. 59). The researcher highlights the evidence that support
and contradict the interpretation (Dotson, 2007; Uhrmacher et al., 2017).
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Referential adequacy. In referential adequacy, the researcher/critic provides important
information in a manner that allows readers to view pedagogical practices in a new way
(Uhrmacher et al., 2017). Eisner (1977) argues “the language used to describe the educational
phenomena, such as teaching, should disclose aspects of that performance that might otherwise
not be seen” (p. 355). This was achieved through member checking, the inclusion of multiple
forms of data sources, triangulation, self-disclosure, and searching for discrepant evidence.
Member checking is the continuous and informal practice of soliciting case study participants’
reactions to the researcher’s interpretation of the data.

Triangulation is a method of cross-

checking data through different sources (Schwandt, 2007). Self-disclosure through reflective
journaling requires the researcher to document changing thoughts and beliefs of the research
topic as the study progresses (Bloomberg and Volpe, 2016).
Delimitations
In this study, I sought to explore if and how the InsideART professional development
program influences teachers’ decisions for curriculum development and pedagogical strategies.
While the call to examine the impact of professional development on all phases of teaching and
learning—curriculum development, delivered curriculum, and student learning—remains strong
in the literature, student learning falls outside the scope of this study. I focused this research on
social studies teacher-participants’ perceptions of the InsideART professional development
program and how they considered its influence on their curricular and instructional decisionmaking. Collection of this data was conducted through semi-structured interviews. Further,
since teacher-participants’ expressed views may differ from what is delivered and enacted in the
classroom, I collected curriculum artifacts (e.g., lesson plans and lesson resources) to examine
teachers’ selected content and strategies.
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Limitations
This case study has a few limitations worthy of mention. District policies and procedures
regarding the COVID-19 pandemic necessitated changes to the proposed case study. I initially
selected a maximum variation sampling strategy and created a selection rubric in an attempt to
capture as diverse a range in teacher-participants’ demographics as possible. The unexpected,
complicated, and ever-changing mandated instructional delivery platforms (eLearning, Face-toFace, and hybrid) in high school classes greatly increased teachers’ stress levels and impacted
their availability, thus severely limiting study volunteers. As such, in consultation with my
doctoral committee, I shifted to a convenience sampling strategy and accepted all volunteers
willing to participate. Because of a lack of purposeful differentiation, the extent to which
teacher-participants’ experiences may reflect those of others who participate in the InsideART
professional development is unknown.
I also originally intended to conduct classroom observations to describe the enactment of
social studies’ teacher-participants arts-based instruction; however, I was unable to acquire
district approval given the pandemic’s impact on school visitation rules. Data regarding the
delivered curriculum is derived from semi-structured interviews in which teacher-participants
reflected and shared personal views on their instructional practice. Therefore, the nuances
between teacher-participants’ perception of the delivered curriculum and what actually occurred
cannot be addressed in this study but is certainly a consideration for future research.
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Chapter Four:
Presentation of Data and Findings
As the COVID-19 pandemic wreaked havoc on all education activities,
relegating many to online platforms, new and familiar art and social studies
teachers emerge on screen for the adapted version of the fall 2020 InsideART
professional development workshop. Teachers, overwrought by the necessary and
quick adaptation to eLearning and hybrid instruction for the new school year,
exchanged greetings and smiles. I immediately noticed the camaraderie as they
shared their challenges and empathized with each other’s experiences. During
introductions, a social studies teacher expressed frustrations with the constraints
of the new educational environment while addressing fellow participants, “I’m
struggling with how to best teach students online. I’m not used to these limitations,
so I’m excited to learn new ideas from you all.” I witnessed teachers collectively
nod their heads in solidarity with the sentiment.
As the day progressed, teachers engaged in the “The neighbors: Slide
shows for America” exhibition. The socially conscious, contemporary artworks
invite audience members to explore ethnic and cultural diversity in the United
States along with a consequential history not found in textbooks. Teachers gazed
at images as they engaged in Visual Thinking Strategies (Yenawine, 2019) modeled
by the museum educator. “What is going on in this image?...What do you see that

58

makes you say that?...What more can you find?”(p. 26) Teachers offered
interpretations rooted in personal and educational experiences.
During the curriculum breakout sessions, teachers elaborated further on
their perceptions of the images and the history represented. One session began
with a photograph of the events involving the case of William Brown from Omaha,
Nebraska 1919. In this image, contemporary artist Zora Murff cropped out the
lynched and burned body of William Brown to highlight the White mob of men
under the text “Burning of Brown’s Body Riot of Sept 28, 1919.” The professional
development facilitator asked, “When you look at this photo, tell me something of
the faces of the people. What is the general mood?” An art teacher stated in a
pensive voice, “I’m struck that it looks like a celebration, and I’m assuming this is
a lynching and so that obviously adds a lot to the image.” Another art teacher
followed, “This image really bothers me, because I’m thinking of 1919. It was long
exposure; it was not a split-second decision to pose for that photograph, so that’s
really bothering me. I’m interested in how deliberate that was. Most faces are
young faces… of the spectators… of this horrific event.” In explaining the lengthy
process for the photograph, the art teacher immediately evoked feelings of anguish
and shock among the participants present. Social studies teachers in particular
confronted this history through a new perspective--- that of an artist--- which
furthered insight of the people who committed the atrocity.
Shortly after the curriculum sessions concluded, Zora Murff presented a
visually rich Black history in the United States he calls “Exceptionalism as a belief
system for erasing oneself” (Murff, 2020). His steady, melancholic voice guided
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us through a photographic journey of a history marked by fast and slow violence.
The narrative reached beyond our sense of reason and pierced our emotions. One
social studies teacher promptly turned on her microphone after the presentation to
say, “I cried while listening to you.”
As the day wrapped up, teachers anonymously shared their thoughts and
evaluations of the fall 2020 InsideART workshop. One teacher wrote, “Thank you
for all the inspiration and information. I cannot wait to share a new unit with my
students documenting our reality. I greatly appreciate it.” Another declared, “I
have a list of ten different…units based on the presentations and topics other
teachers mentioned. I always feel like lesson plans just write themselves in this
workshop!”
Introduction
For an educational criticism and connoisseurship case study, the researcher/critic works
as the “ ‘midwife to perception’, i.e. he/she must use their knowledge (connoisseurship) to make
public the qualities that make up the work of art so that others may see the work more
comprehensively” (Koetting, 1988, p. 9). Vignettes provide an artful depiction of occurrences
and illuminate the pathway to the representation of data. In the presentation of findings that
follow, vignettes are included as a literary strategy to introduce the experience of each teacherparticipant. As Conrad, Moroye, and Uhrmacher (2015) suggest, these vignettes are presented in
the first person to communicate my participatory role in the InsideART workshop and
involvement as the researcher/critic.
The study consisted of three central components: 1) exploring teachers’ perceptions of
InsideART professional development vis-á-vis other professional development programs as a
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starting point; 2) examining teachers’ curriculum planning in relation to InsideART professional
development; and 3) investigating teachers’ perceptions of socially conscious, arts-based
instruction and its impact on students’ engagement. The examination of these three components
were guided by the following four research questions:
RQ1: How do four social studies teacher-participants describe their experiences with
teacher professional development in general?
RQ2: How do four social studies teacher-participants describe their experiences in an
arts-based professional development program?
RQ3: How do four social studies teacher-participants describe the influence of an artsbased professional development program on their curriculum development and
instructional strategies?
RQ4: Do curricular documents reflect social studies teacher-participants’ integration of
strategies from an arts-based professional development program? If so, in what ways?
Challenges emerged during the recruitment phase of this case study. The COVID-19
pandemic unleashed unexpected and complicated work-related stressors on InsideART
participants. Teachers were reluctant to volunteer due to perceived additional work. Thus, I
accepted all four volunteers as part of a convenience sampling strategy. Teacher-participants
completed three semi-structured interviews in which they shared their perceptions and
experiences with professional development in general, InsideART professional development,
planning an arts-based social studies lesson, and arts-based, social studies instruction. Teacherparticipants also submitted curricular documents that reflect their interpretations of arts-based,
social studies lessons.
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Table 3 Teacher-participants’ years of experience, InsideART sessions attended,
and course load
Participant (Pseudonym)

Eric

Years of
Experience
15

InsideART
sessions
10

Mila

16

6

Claudia

16

2

Serena

6

1

Course Load
U.S. History Regular and Honors
World History Honors, AP World History, Dual
Enrollment World History
U.S. History Honors, AP Psychology, Dual
Enrollment U.S. History
World History Regular and Honors, AP World
History

Case Study: Eric
Eric is a familiar participant at InsideART. He consistently greets everyone
with a smile during introductions and declares his readiness to learn something
new to bring back to his social studies classes. For Eric, the fall 2020 iteration of
InsideART brought a much-needed renewal. “Teaching is a really hard profession.
It’s doubly difficult right now because of the pandemic. When you have these things
to look forward to… when I get the email saying, ‘RSVP for InsideART,’ that is like
a light at the end of the tunnel. That’s a day when I know I’m working, but it’s
going to be a refresher. We get to do something that’s incredibly mentally
stimulating, that is pertinent to our jobs, and it’s just a joy.” Eric expressed high
regard for InsideART and its arts-based approach to teacher learning.
During the interviews, I noticed Eric’s excitement when talking about the
added layers visual art brings to history. He reflected on the Enhanced exhibit in
which he learned about spirit photography. “Mary Todd Lincoln had this picture
in which she believed the ghost of her husband and her son appeared over her
shoulders. She carried this photo for the rest of her life. It’s incredibly sad to think
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about the personal toll. We always think of the country within the context of the
Civil War. For her, it was this devastating life-changing event.” As Eric continued
to explain Lincoln’s picture, I noticed a solemn, reflective shift in his voice. At that
moment, I thought to myself, “He’s thinking of the human experience of this
history.”
Eric views the integration of socially conscious, visual art into curriculum
and instruction as a necessity for meaningful and critical social studies. “Any
social studies teachers who are not already doing these lessons or this kind of
strategy could absolutely benefit from arts-based teacher training… Do we just
teach the facts? That's just not possible. The kids will not have nearly as in-depth
of experience and they're not going to care at all. They're not about the facts and
memorizing the names of long dead generals and stuff like that. They have to have
this stuff- the socially conscious art and critical thinking. If you want to be an
effective social studies teacher, this is what you need to do.”

Background. Eric (pseudonym) holds a bachelor’s degree in history and a master’s
degree in secondary education. He first acquired a temporary teacher certificate once he met
course requirements during the graduate teacher education program. Upon graduation, he
accepted a high school social studies teaching position, and after one year, transferred to Franklin
High School (pseudonym) where he currently teaches U.S. history honors and regular courses.
Franklin High School is relatively new within the district, recently celebrating its 20th
year. The school is located in an urban area in the southeast region of the United States. In his
description of Franklin’s student demographics, Eric emphasized the school’s majority Latinx
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student population. According to the district’s ethnic enrollment report for the school year 20192020, Franklin’s students represent: 56% Latinx, 29% White, 7% Black, 4% Asian, and 4%
multi-ethnic. Eric also conveyed that students mainly come from lower to middle socioeconomic
homes, however, Franklin does not hold a Title I designation. When I asked about the
demographics in his classes, Eric remarked, “I have 150 students. I probably have about 10
Black students. I have plenty of kids every year who are brand new to the country with very
limited English skills.” Franklin serves a large English language learner (ELL) population. In
describing this cultural dynamic of the school, Eric reveled with pride in Franklin’s supportive
academic environment. He boasted, “We have a very strong ESOL [English for speakers of
other languages] program here. We have ELL paraprofessionals who come to my class and we
work closely with specific students. The school just won an award for the highest improvement
in the district.”
Perceptions of teacher professional development. While discussing teacher professional
development in general, Eric focused on his more recent experiences with a district, mandated
online course and a content-based, social studies workshop. In providing details of the district,
mandated online version of professional development, Eric struggled to find positive features. I
inquired as to what was so problematic with this specific professional development.

Eric

responded:
The ESOL course required really lengthy assignments. I submitted assignments online
and they bounced back with no feedback. I received green checkmarks. I spent hours on
that stuff and I received green checkmarks. That was it! I would then move on to the
next thing. It’s like, am I doing this right? It didn’t matter. I think a lot of times they put
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these barriers, or hurdles, in our way. It’s a hoop we have to jump through. I don’t feel
like its constructive at all.
Heafner, Handler, and Journell (2016) argue that effective teacher professional development
must include in its structure the sharing of ideas and feedback to have an impact on teacher
practice. In accordance with this research, Eric interpreted the ESOL professional development -- with its non-collaborative approach --- as inconsequential to his needs in the classroom. He
likened the experience to a “chore” and further clarified, “I certainly wasn’t taking that class
voluntarily as a way of expanding my knowledge. By and large, it’s not specific to what we
have here at Franklin. It’s just too blanket.”
Eric then transitioned to a more positive experience with a district, face-to-face U.S.
history focused professional development initiated by the district’s supervisor of the social
studies and U.S. history teachers. He declared:
When you can attend a training specific to content and a test students must take, when it’s
really specific to what you’re teaching and you’re with other teachers who teach the exact
same thing with the exact same material, that can be really helpful. It can be really
helpful to know what other teachers are doing, to know how they’re preparing for the
test, and to get ideas that you never thought of for the test.
Eric emphasized the value in teacher-organized and -led professional development. van Hover
(2008), in her research on professional development for social studies teachers, highlighted the
importance of establishing a teacher learning community that focuses on the particulars of
“instructional practices, student achievement, and development of subject matter” (p. 356) for
the social studies in order to influence teacher learning. Complementary to van Hover’s
findings, Eric explained the result of the high school U.S. history district professional
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development as “chang[ing] the focus of some of the content taught. It taught me to read the
curriculum guide and extract clues from the end of course exam guide.” For Eric, effective
teacher professional development centers on curricular relevancy while simultaneously accessing
participants’ knowledge and experiences as a resource in the learning environment. Programs
that follow such a structure, according to Eric, have a direct impact on teacher practice, student
achievement, and ultimately the school. He explained, “It’s important to get the kids to pass that
test at the end of year because it counts for a school grade. It reflects on me. Getting that
knowledge and those strategies are really important.”
Perceptions of InsideART. Eric has participated in InsideART since 2015 for a total of
10 workshops or 80 hours. He initially discussed the personal connection he feels in his
description of the program. He said:
I would describe it as stepping out of your comfort zone a little bit, especially for me.
Going into the art museum and seeing these incredible pieces and thinking about the
content and social impact. It’s just a tremendous experience.
InsideART’s personal appeal seemed to motivate Eric to remain open to new possibilities with
curriculum and instruction. Eric elaborated:
Going to museums in general is a treat. Going for work and develop ideas of how I can
get my students to appreciate this in the same way I do, or the same way other people do,
I just look forward to it. I don’t think that I’m doing this for my job. It’s really a special
thing we get to do. It’s incredible that we get to go and bring these images, ideas, and
concepts to our students.
Eric alludes to InsideART as a program invested in teacher renewal, which fosters a reinvention
of pedagogical practice (Dalton, 2015).
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Bringing socially conscious, contemporary art into the social studies classroom. When
asked about a particular InsideART exhibit he enjoyed or found useful, Eric immediately
referenced the Duke Riley: Flights of fancy exhibit. This particular exhibit juxtaposed the natural
freedom of pigeons flying between the United States and Cuba with the U.S.’s embargo
restricting Americans’ travel to the island (Wantuck, 2017). The artist intended to point out the
hypocritical and undemocratic characteristic of such policies. Eric found the content and themes
represented in Riley’s art both suitable to integrate into the U.S history curriculum and culturally
relevant for his students. Eric offered:
When teaching about the Cuban Missile Crisis and the embargoes on Cuba, I use the
Duke Riley art. I have a lot of Cuban students, so they get really into this when
we focus on something that they really know a lot about. The artist uses pigeons as sort
of a gateway to understanding political barriers and the embargo. It’s a man-made
creation. The Cuban kids, they’ve never thought about the idea of why we can’t go freely
or why can’t other people go freely and why it’s so difficult. This is the way it’s always
been. I would say the Duke Riley one has been one of the awesome ones.
Within this context, Eric revealed a much more nuanced need for curriculum development and
instruction that extends beyond U.S. history content found in the formal curriculum. He
demonstrated critical awareness of the positive effects in connecting students lives to their
learning. Eric’s inclusion of the Duke Riley art intends to build on students’ narratives and real
experiences to introduce relevant and complex themes in the social studies (Villegas and Lucas,
2007).
Teacher learning through socially conscious, contemporary art. In describing
InsideART activities, Eric explained, “We have the guided tours. We get so much from that.
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You don’t only get to see the art, but you hear the context, what the artists’ intentions are, and
then we come back and collaborate.” Eric ruminated on some of the artists’ techniques to
visually portray complex and controversial social issues. For Eric, exposure to artists’ points of
view and intents provides a compass for curriculum development, which he then shares with
InsideART participants. This aesthetic awakening through engagement with socially conscious,
contemporary art engages the imagination while offering teachers the opportunity to see and
learn overlooked or hidden contemporary issues and histories (Kraehe & Brown, 2011).
Furthermore, the heterogenous makeup of content area teachers attending InsideART
benefits Eric in developing interdisciplinary lessons. Eric did not see the diverse group as a
negative, rather, as a way to expand the breadth of curriculum for his U.S. history classes. He
explained, “Then a lot of times, you work with other teachers. The art teachers who I would not
normally collaborate with, to think of ideas of how to take the art that we’ve seen and adapt it
into a classroom.”
Critical and historical thinking through visual strategies in classroom instruction. Eric
acknowledged InsideART’s influence on his instructional practice for the social studies. He
explained that while the workshop has indeed helped him with ways to view and challenge
historical content, the workshop is really about the proposed strategies that enable students’
critical thinking skills. Eric reflected:
Over the 15 years I’ve taught, what I see the students really lack, and I think what we see
in society with a lot of adults as well, the ability to understand and think critically about
images. To think about the intent and purpose of why you’re seeing an image online…
It’s the strategies that gets kids to think about the purpose of art and of images.
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Eric shared his beliefs that the social studies transcend content; it is a content area in
which students learn critical life skills. He alluded to the responsibility social studies teachers
incur to facilitate critical awareness of dominant, or oppressive, narratives and its potential
effects. Eric stated, “I want them to think like what if the person here is trying to trick me. What
if they have some sort of ulterior motive? They’re trying to convince me of something that might
not necessarily be true.” For Eric, developing students’ critical thinking skills enables them to
discover and challenge dominant narratives found within history and contemporary society. He
related how Visual Thinking Strategies allow for students to explore such complex historical
concepts despite its absence in the formal curriculum. However, he found challenges when
facilitating such an approach in his U.S. history class. Eric explained:
[Visual Thinking Strategies] gets the kids to really think about pointing out specific parts
of the image and allowing the kids to just talk. So, modeling it at the beginning of the
year and as you get further along, you invite the students to do it together. Anytime you
have the kids talking to each other and teaching each other, that’s peak level teaching
right there as far as I’m concerned.
Eric referred to a metacognitive modeling approach in which a gradual release strategy is
necessary to best assist students with the cognitive load they may experience while engaged in
Visual Thinking Strategies. In this approach, “teachers explicitly articulate their underlying
process about their critical thinking, procedural knowledge, a democratic ideal, or foundational
knowledge” (Duplass, 2021, p. 215).
Additionally, Eric emphasized the importance of the integration of visual arts and Visual
Thinking Strategies in helping students develop historical reasoning skills.
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I think it definitely helps the kids to understand the intent of an artist or the purpose of a
photograph or the impact that a primary source might have, because it forces them to put
things into context. It’s taking what kids know about history and it’s applying it to the
images that they see and come up with some kind position of that author or artist.
Conversely, this approach fosters a critical interrogation that leads to a deeper understanding of
history, while helping students understand that art can reflect a response to, or contribute to
shaping, society (Hulsbosch, 2015).
Eric perceived the integration of socially conscious, contemporary or historical art in the
curriculum as a strategy in itself. However, the artworks must align in some form to the formal
curriculum.
I am packed tightly in terms of the tremendous amount of material I have to teach within
a certain amount of time. If there’s an InsideART topic that doesn’t have a U.S. history
application or it doesn’t have an obvious connection, it can be hard to adapt and bring it
into the classroom. A lot of times, it’s the strategies that are most effective.
History state standards often require a vast content load. While Eric expressed value in artsbased, social studies pedagogy as a means to enable critical and historical thinking skills and to
expose students to marginalized histories, his curricular-instructional priorities remain with
content reflected in the end of course exam.
Integration of visual art and analysis in the social studies. In the lesson titled American
imperialism: A gallery walk, Eric explained during the interview his intent to “expose [students]
to a variety of primary source documents many of which are famous or well-known enough that
they’re likely to appear on either the semester or end of course exams.” Reflected in the
curricular document is the lesson objective:
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Students will participate in a gallery walk of primary source documents to analyze the
major themes of the Imperialism unit including motivations of imperialism, pro- vs antiimperialism views, the role of the media in the Spanish American War, and the lastinglegacy of imperialism.
Consistent with Eric’s perception of the responsibilities of a social studies educator, this lesson
1) invites students to explore both the dominant narrative associated with the U.S. imperial era
and a counter-narrative from the perspective of Indigenous populations in colonized lands, and 2)
attempts to meet the requirements of the formal curriculum and end of course exam. This
resulted in a combination of mandated content, historical reasoning skills, socially conscious,
contemporary images, and Visual Thinking Strategies in a gallery walk activity that captures a
more inclusive version of the history. While detailing the strategy for the gallery walk, he again
emphasized the gradual release strategy he employs from the beginning of the academic year.
Eric explained:
This is not something I would do the first week of school. These skills are built up over
time really --- the whole first quarter I would say. The gallery walk is sort of a
culmination of what the kids have really begun to understand the way that I want them to
think about these documents.
Eric demonstrated awareness in tending to students’ academic growth through modeling critical
thinking processes, while simultaneously facilitating a strong foundation in content knowledge in
order to successfully engage in Visual Thinking Strategies.
Eric revealed he was inspired to create this lesson by the InsideART exhibit Extracted,
which highlighted the effects of extreme harvesting in countries previously colonized. In an
attempt to expose the effects of the U.S.’s imperial era in contemporary society, Eric included a
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photograph of Indigenous Hawaiians protesting and calling for the de-occupation of the islands.
Eric explained, “Even within American land, for example Hawaii which is one ofthe stations,
native Hawaiians clearly still have issues and there’s still this anger- this feeling thatour land
was taken from us.” Eric expressed his intention to expose students to different viewpoints of
this history: “At the end, students have to make a judgement call about whether or not
imperialism has been a positive or negative. I think that comes from inside.” In voicing this
student expectation, Eric displayed value in moral education. Byrd (2012) contends that
“[t]eaching almost any topic within social studies…has at its core the issues of human rights and
social justice, and as such, is inherently a moral activity” (p. 1073). With regard to Eric’s intent
with the lesson, students fundamentally engage in the question, through socially conscious
visuals, was U.S. imperialism just or unjust?
Illuminating the counter-narrative through arts-based, social studies instruction. AsEric
began to explain the enactment of the arts-based lesson American imperialism: A gallery walk,
he articulated his decision to focus on both mandated content and contemporary social justice
issues and how his experience with InsideART influenced his approach. Eric stated:
I think a really big part of instruction became the socially conscious issues represented in
the art and photograph. I wanted to make sure the kids are not only getting the content
about imperialism, but I wanted them to see how that translated to social justice issues
that are still alive today. The kids don’t think about the fact that native Hawaiians,
similar to native Americans, have a sense of stolen land, of a theft that was done, of a
historical injustice and that those feelings still resonate today. I think that’s a key part of
history. It is realizing that history is not just an abstract set of facts and thoughts that
occurred hundreds of years ago. These things are still very much alive in the world
today. InsideART is all about that. It’s about me sort of drawing these lesser-known
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issues and putting them at the forefront. That was at the front of my mind when I
designed and delivered this lesson.
Eric used the de-occupy Hawaii image as a pedagogical space to interrogate commonly held
beliefs and/or assumptions about the state’s contemporary standing and history within the
framework of social justice. This approach encourages students to confront complex social
issues synthesized and represented in the image (Cahan and Kocur, 2011). Ultimately, Eric
concluded, “The socially conscious art and tying it to the lesson and the historical content, I think
it helps to bring it alive for them… It demonstrated that there is this echo from the past that still
persists today.” This prompted me to ask Eric if he perceived an emotional element to the lesson
that engaged students in this topic. He responded, “Yes, because there has to be a connection.
There has to be a hook that gets these kids in. All these social justice issues, they are personal to
them. My job is to help them understand how it affects them.”

Case Study: Mila
I looked forward to the interviews with Mila. Her thoughtful and profound
contextual interpretations of art often led me to consider broader socio-cultural
implications of the issue represented in artworks. Her ability to rigorously evaluate
material culture provides insight to her academic background—archaeology and
anthropology. While discussing her favorite artist presented during InsideART,
Robert Lazzarini, an artist whose work many InsideART participants struggled to
understand, Mila stated, “I enjoyed Lazzarini because his art was so abstract; it
was so material… and that’s my jam! I really connected to it because it was all
about the raw material.” Mila brings this lens into curriculum development and
instruction while also fusing Visual Thinking Strategies from InsideART. She
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explained, “Visual Thinking Strategies is not something I would have been exposed
to. I think it’s changed what I do in the classroom. Because of my background in
archaeology and anthropology, I use a lot of physical tangible artifacts, so objectbased learning. Blending object-based learning with Visual Thinking Strategies,
which is normally applied to art, that’s been very useful for me.” I asked Mila what
she perceives as the impact of infusing InsideART strategies and art on learning,
she responded, “To see the socially conscious contemporary art gives [students]
the opportunity to be a little bit more connected.”

Background. Mila (pseudonym) is a 16-year, veteran social studies teacher. Her academic
pathway towards teacher education includes undergraduate and graduate degrees in anthropology,
public archaeology, and applied anthropology. She is currently enrolled in a doctoral program in
curriculum and instruction with a concentration in social science education. Mila began teaching
after completing a school district-sponsored alternative certification program through which she
was able to acquire a temporary teacher certificate followed by professional licensure.

During the course of this study, Mila taught world history honors, AP World History, and
dual enrollment world history at Collins High School (pseudonym), a suburban, mid- to uppermiddle class public school in the southeast region of the United States. She described the school
environment as “predominantly affluent, predominantly White, relatively low in regards to free
and reduced lunch students.” When probed further about the demographics of the school, Mila
responded, “I would say in regards to diversity, it is extremely limited. Of the diversity we have,
it is diversity found more so in affluent neighborhoods, particularly Asians.” When asked about
the demographics in her social studies classes, she explained, “I have predominantly White,
Indian, and Chinese students. I have very few African-Americans and very few Latinx.” In
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reviewing the school district’s recent (2019-2020) demographics report, Collins High School’s
student population represents 64.2% White, 22.1% Latinx, 5% Asian, 4.3% multiethnic, 3.9%
Black, and .28% Indian. According to the school improvement plan (2019-2020), the
economically disadvantaged (free and reduced lunch) rate is 20%.
Mila was cognizant of a possible discrepancy between her views and a realistic
description of Collins’ demographics. She supposed, “I teach AP World History. At the AP
level, there are not intentional barriers necessarily, but there are barriers that kind of filter out
[students from marginalized populations]. This is why it’s hard for me to give you an accurate
representation of the entire school demographics.” Current research confirms Mila’s perception
of admission barriers experienced by Black and Latinx students into AP courses. According to
Patrick, Socol, and Morgan (2020), the underrepresentation of Black and Latinx students in high
school advanced academic courses persists nationwide. Oftentimes, this results from inequitable
access to gifted and/or talented programs in elementary school; lack of advanced course
offerings at schools with high minority representation; or, deliberate denied access. In the case
of Mila, she demonstrated critical awareness of these barriers and the disconnect between school
demographics and the demographics reflected in the AP courses she teaches.
Perceptions of teacher professional development. Mila described her experiences
specifically with district offered professional development as mostly obligatory and trivial. I
asked Mila for her reasons attending these workshops or programs, she immediately responded,
“I’m required to in order to renew my certification.” She expressed frustration over conflicting
goals between district professional development and her needs as an educator. Mila explained:
Most of them are not applicable to the classroom, so that’s a problem. If it is applicable,
the resources are not available to implement in the classroom, so that ends up becoming
a waste of time. Another issue is that the topic they push does not have teacher buy-in.
75

Sometimes, the trainings don’t necessarily connect to the pressures of time constraints.
They don’t directly connect to the curriculum. I don’t have the kind of time to do that
with everything else I’m responsible for in the classroom.
Mila echoed the problem often found in research, that is, teacher professional development is
often fragmented and irrelevant to the demands of the formal curriculum and the realities of the
classroom (Darling-Hammond and McLaughlin, 2011; Lieberman and Mace, 2008; Thacker,
2017; Valli and Stout, 2004). Mila mostly faulted external, private organizations for the lack of
substantive relevance with mandated district professional development programs she
previouslyattended. She argued:
I find that oftentimes I go into these programs with a preconceived idea that it is not
going to be useful, because the programs have a tendency to be pushing the latest buzz.
Oftentimes, that buzz is generated by publishers who have contracts with the school
district. It’s not something I necessarily feel is workable for my classroom.
Hill (2009) acknowledges the substantial federal and state funds allocated to teacher
professional development, which has resulted in increased external stakeholders’ involvement in
teacher continuing education. For Mila, these professional development programs offer
“prepackaged” strategies with no real consequence or application to social studies content,
formal curriculum, and standardized testing. This bothered Mila considerably. She complained,
“That’s why there’s often a lack of teacher buy-in, especially at the secondary level. We want
content. We want something relevant that will help us encourage our kids to think creatively.”
In a description of a recent district workshop she attended, Mila found the proposed approach
lacking instructional rigor, which she interpreted as an affront to her as a professional. She
stated, “To me, it’s very demoralizing. There’s a lack of value in the teacher’s individual
decision-making on how to teach and what’s best for the students.” For Hill, the problem
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emanates from “the provider ‘discovers’ an idea about content or student learning or ‘invents’ a
new way to teach materials, then passes recommendations along to teachers based only on his or
her own thinking” (p. 474). In this regard, teacher, students, and course curricula are often
generalized, thus decontextualizing the professional development program or workshop from the
realities of teachers’ classrooms.
I asked Mila if she could describe any benefits of these programs. She hesitated for a
moment and offered, “The district programs are often useful for networking with teachers in the
district and then developing those relationships to establish a professional learning community.”
She found that social studies teachers who form these groups initiate miniature training sessions,
share resources, and discuss on-going issues in the classroom. Mila added, “It’s nice to be able
to talk with somebody who teaches AP World History in another school and bounce ideas off
each other.” Mila expressed high value in these informal sessions with teacher colleagues as
opportunities for practitioner enrichment. According to Darling-Hammond and Richardson
(2009), the professional learning community model offers teachers to work collaboratively in
order to examine practice, share experiences, and develop effective strategies, consequently,
creating relevancy in the professional development structure.
Perceptions of InsideART. At the time of this study, Mila reported participation in six
iterations, 48 hours, of InsideART. She was first introduced to the program by the social studies
department chair at Collins High School who happens to be a frequent attendee. I asked Mila to
describe the InsideART program; she offered, “I would describe InsideART as a program that is
collaborative and a program that encourages teachers to adapt what they’re being given.” Mila
expressed appreciation for the active role teachers perform in shaping curricular and instructional
discussions. Mila stated:
There’s this flexibility. There’s this level of collaboration and the teachers have a bit of
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ownership over the development of the program. When I attended the first time, I really
didn’t know what to expect. The art teachers who attended brought these absolutely
amazing samples of students’ artwork, like amazing gallery room artwork that would
blow your mind. So, the teachers had the ability to take the reins away from the
development team and drive the introductory session down whatever path they wanted to.
They incorporated their own experiences, lesson plans, and students’ artwork. It was
organic. It was professional.
Mila’s description of the InsideART workshop aligns with the active learning critical feature of
teacher professional development. Desimone (2011) briefly explains active learning as teachers
having “opportunities to get involved, such as observing and receiving feedback, analyzing
student work, or making presentations, as opposed to passively sitting through lectures” (p. 69).
In comparing mandated district professional development to InsideART, Mila placed high value
on the latter’s acknowledgement of teachers’ role as curricular-instructional gatekeepers. Mila
assessed:
It’s not let me teach this and you are now going to take this exact thing and put it into
your classroom. It’s more like let me expose you to this idea and give you ways to think
about how you might be able to incorporate it into your classroom.
For Mila, effective teacher professional development consists of fostering a professional
learning community and providing adaptable resources to meet unique demands of the
classroom. Little (2006) explains these cohorts are specifically focused on teacher learning,
subject teaching knowledge, and student learning. Mila’s desire for a professional learning
community within teacher professional development became more evident when asked what
aspect of InsideART she likes the least. She again focused on the importance of teacher
collaboration and how sharing ideas impacts her curricular-instructional practice. She suggested,
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“I think I would like to have more time with teachers…I would love the time to collaborate with
other social studies teachers in order to breakdown the curriculum and create lessons specifically
for my classes.
Intersections among prior content knowledge, socially conscious, contemporary art,
and practice. I then pivoted the interview towards the socially conscious, contemporary art
element within InsideART. When asked what particular exhibit she enjoyed or found useful for
her work as an educator, Mila quickly named The return of the real: Robert Lazzarini and
Rodrigo Valenzuela as one of two exhibits she truly enjoyed. The artists in this particular exhibit
re-presented objects as distorted realities to undermine its normative meaning. Intrigued by her
immediate response, I asked Mila why this exhibit was so meaningful to her. Mila declared, “I
enjoyed Lazzarini because his art was so abstract; it was so material… and that’s my jam! I
really connected to it because it was all about the raw material.” Mila’s approach to current and
historical content analysis is grounded in her academic background in archaeology and
anthropology. Her explanation of Lazzarini’s art, which centered on materiality and its
application to object-based learning, revealed the impact of her prior content knowledge and
active learning through contemporary visual art. Minor et al. (2016) suggest that the interaction
between teachers’ knowledge and their experience in teacher professional development matters
and is a determinant in the extent to which the proposed strategies are transferred to the
classroom. Essentially, because Mila connected personally and professionally to the Lazzarini
exhibit, this increased the likelihood of using proposed strategies from InsideART.
Mila offered further insight into how these connections influenced her classroom practice
through her explanation of the Miki Kratsman: People I met exhibit. Through photography and
audio-visual recordings, Kratsman reveals personal stories and histories of Palestinians and
Bedouins affected by Israeli settlement policies. Mila said she uses the images from this
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particular exhibit often in class. When I asked why, she responded “My master’s degree is
actually in Israeli archaeology, so I incorporate this a lot. When I was in archaeology, I focused
on Palestinian sites, but within the political boundaries of Israel.” As Mila continued to
elaborate on ways she incorporated contemporary art from the exhibits, it is noteworthy to
mention her omission of time constraints due to the formal curriculum and standardized test—
two reasons she articulated for rejecting proposed strategies presented during district
professional development. This revealed ways in which her approach to content, a personal
characteristic of curricular-instructional gatekeeping, informs pedagogical decisions.
Content-rich, active learning through visual art as renewal. As Mila described
InsideART activities, her attention shifted towards the guided tours followed by artists’ lectures.
The combination of learning and critically examining current and historical socio-political,
cultural, economic, and/or environmental issues through contemporary art while actively
engaged in the Visual Thinking Strategies (Yenawine, 2019) modeled by the museum educator
strengthened her sense of professionalism. The Visual Thinking Strategies approach consists of
three fundamental questions: 1) What is going on in this picture?; 2) What do you see that makes
you say that?; and 3) What more can you find?” Mila commented:
I like going through the exhibit with the museum educator, because I really focus on how
she models Visual Thinking Strategies. The artists are so cool to listen to. To hear in
their own words the depth they bring to what you’re seeing brings teacher professional
development to another level. Every single one of them have been pro teacher, pro
education. It really makes me feel like a professional. The artists treat us like equals.
Mila also considered these activities as contributing to her personal wellbeing. She explained, “I
would argue that InsideART is also a mental health break…Having that time to see the art and
engage with adults is very good for me.” For Mila, the arts-based approach along with its
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reflective practices used in InsideART tends to the intersection of teachers’ personal,
professional, and academic lives, thus, contributing to participants’ professional and personal
growth. Teacher renewal through professional development tends to effect teachers’ increased
engagement in the classroom and agency in professional self-determination (Leahy and Torff,
2013).
Visual art and thinking strategies in the AP World History curriculum. Mila discussed
ways in which she particularly adapts Visual Thinking Strategies and contemporary art to align
more so with historical reasoning skills associated with the AP World History curriculum for her
lesson titled Land-based empires: Russia. She explained:
I infused Visual Thinking Strategies and contemporary art into the curriculum as a way of
enabling students’ comparative reasoning skills. I show students contemporary art first,
which they are more comfortable with, and have them break down point of view,
purpose, and meaning. I then show them historical art, which is obviously scarier to
students, and have them analyze it the same way. That’s been a useful comparative
strategy.
An analysis of the curricular documents Mila submitted for this study demonstrates her ability to
transfer and modify Visual Thinking Strategies learned during InsideART to an arts-based, social
studies inquiry method that meet curricular and historical reasoning skills requirements of the AP
World History curriculum framework. The lesson calls for students to “examine several primary
sources to analyze ways artwork and photographs legitimize power in Russia.” I asked Mila to
explain how InsideART strategies and/or materials influenced her curriculum development. Mila
answered:
The learning objective in the formal curriculum spans from 1450 to 1750, but I like for
students to think about change and continuity over the long-term. To bring in some of the
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contemporary art, I included an image of Putin with his shirt off and military fatigues
riding a horse. I ask the students to compare Putin’s photograph to an image of Tsar
Peter the Great who is seen cutting off the beard of a boyar as a way to show he was
making a power grab to legitimize and expand his control. I want the lesson to connect
to something the students recognize and to current day events.
The main activity of the lesson reveals a more complex and layered approach to curriculum
development not explicitly mentioned by Mila. She asks students, “What do you see? What
do you not see? In what ways do the images connect to power?” While the two historical
reasoning skills, comparison and continuity and change over time are evident in the images
selected, the guiding questions are framed in such a way to engage students’ metacognitive
and critical thinking skills, specifically comprehension, connection, and reflection, which are
reflected in Visual Thinking Strategies.
Mila anticipated difficulties students might encounter while completing the assignment.
She pointed out, “Students have a hard time understanding point of view. They struggle greatly
with complexities that are visual.” However, Mila argued that asking students to look at the
images and reflect on what they see prior to responding helps students activate background
knowledge and make connections to content presented in the lesson in order to evaluate the
images.
Reflection on arts-based, social studies instruction. After delivering the lesson to her
AP World History classes, Mila reflected on her approach to arts-based, social studies instruction
and its impact on students’ academic progress. In her description of how InsideART influenced
her approach to instruction, Mila offered:
I previously talked about how the museum educator models Visual Thinking
Strategies. I think a lot of that played into how I taught the lesson. I modelled the first
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glance, second glance, third glance… those instructional pathways were things I brought
into the lesson from InsideART.
In enacting the arts-based strategies, Mila described the need to slow students down and have
them take multiple looks to evaluate the images and formulate an argument. This wait-time
strategy allows for students to reflect on their own thinking and become more active in their
learning (Duplass, 2021). However, Mila reported this level of higher order thinking sometimes
presented certain challenges during the lesson. She identified difficulties with differentiation to
enable students’ critical thinking and articulation of ideas during the visual analysis. She
clarified:
It’s difficult when you’re dealing with modern photography and Visual Thinking
Strategies if the students have not been exposed to it before. It is a challenging, thoughtprovoking, long, slow process. If you have a wide variety of kids in a class like I do, then
it’s difficult to differentiate Visual Thinking Strategies in a way that can be
meaningful because it’s so high-end analysis.
As Mila continued to elaborate on this specific instructional challenge, she observed a significant
decline in student responses to the third question — In what ways do the images connect to
power? She opined, “When you’re engaging in visual thinking, sometimes I don’t think it lends
itself as well to students who might not be quite at that point of analysis.” While Mila is correct
in assessing that students may not have been at that point of analysis, it is not necessarily due to
the visual analysis itself. Rather, Willingham (2008) explains that students often develop critical
thinking in relation to specific content. Oftentimes, transferring those critical thought processes
to new content can pose challenges for students. When students become familiar with the
content of an issue and its deep structures, critical thinking skills transfer more so with ease. In
the case of the visual analysis activity in Mila’s lesson, students must have a fundamental
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understanding of the different ways power is manifested and perpetuated to respond to the third
question. Thus, the challenge relates more so to a content issue instead of the strategy. Despite
the challenges Mila experienced using a visual analysis strategy in her instruction, she
recognized the value in continuing the practice. She stated, “It has a tendency to create a lot of
meaningful conversation for analysis. It’s a platform to build off of.”

Case Study: Claudia
As I interviewed Claudia, her mastery of inclusive curriculum and
instruction became apparent. She expressed extraordinary insight into the social
benefits for the inclusion of LGBTQ+ history in the social studies. Students gain
insight into historical and contemporary social injustices experienced by the
community’s members. While explaining her lesson titled “Gay culture of the
1920s,” Claudia emphasized, “The purpose of this lesson is to help students learn
about gay culture in the 1920s… the objectives are to have students understand the
experiences of LGBT people from the 1920s and to be able to explain how society
viewed this group of people.” Mindful of the images for engaging students in
Visual Thinking Strategies, Claudia aimed at facilitating a robust discussion
among students. “There is no right answer in this lesson. I believe theVisual
Thinking Strategies will allow freedom of thought and divergent thinking.”
Her expectations for the lesson mirrored her personal experience with
InsideART. In describing her participation in the arts-based workshop, Claudia
shared, “I liked the activity where we see the art and mentally process it with the
help of the museum educator. She had us look at a piece and talk about it, answer
the visual thinking strategy questions, and articulate our interpretations of it.”
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For Claudia, attending InsideART has helped her with engaging students in a
deeper understanding of U.S. history. The has also helped with her interactions
with students. “I ask [students] for their interpretation and to drill deeper into
the piece we’re looking at. InsideART has helped me work with students to find
their ideas and their thinking and to help them refine their thinking.”

Background. At the time of this study, Claudia was in her 16th year of teaching for a
district located in the southeast region of the United States. Her academic background includes a
Bachelor of Arts in psychology, a Master of Arts in Teaching with a concentration in social
science education, and a Ph.D. in curriculum and instruction with a concentration in social science
education. Claudia shared that while attending her undergraduate program, she volunteered with
Americorps and served in a literacy program for elementary and middle school students. Her
volunteer work influenced her decision to pursue a career in education. Shortly after graduation
from the undergraduate program, Claudia worked at a K-8 charter school as a 6thgrade English
language arts and literacy teacher. In time, she would become a social studies teacher. Claudia
explained, “After a few years, I finally transitioned to a social studies position, so I decided to go
to graduate school for a master’s degree in social science education.” She decided to continue her
graduate studies and eventually completed a Ph.D. program. Her dissertation, an autoethnography,
focuses on her beliefs about her identity as a member of the LGBTQ+ community and its
influence on social studies curricular-instructional practice.
Like Mila, Claudia teaches at Collins High School. Claudia accurately described the
ethnic representation at the school and described her classroom as reflecting the ethnic and
socioeconomic demographics of the school. She currently teaches Dual Enrollment U.S. history,
U.S. history honors, and AP Psychology.
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Perceptions of teacher professional development. I initiated the first interview with
Claudia by focusing on teacher professional development. She immediately informed me of her
previous experience as a professional development facilitator/trainer for the district which plays
a significant role in her perception of teacher professional development. She shared, “I worked
as a trainer for the district and still do, so taking trainings is something I enjoy.” Claudia
explained that she attempts to connect information and strategies to her needs as a teacher and
the demands of her classes. She noted the importance of teachers’ continuing education and
growth in the field and viewed teacher professional development as offering rich resources to
achieve these objectives. However, she detailed her deliberation in selecting professional
development programs she attends. Claudia stated:
I know I have to do the hours, so I’m going to make sure I’m choosing things that I’m
interested in, so that I can get something out of it as opposed to just cramming all the
hours with training that doesn’t apply to me three or four months prior to recertification.
Claudia’s intentional selection of workshops and programs lends to her positive perception of
teacher professional development. In being deliberate, she ensures relevancy to her needs as an
educator.
The importance of teacher collaboration for teacher professional development.
Claudia argued that teacher and facilitator collaboration is an essential element for effective
teacher professional development. In her description of the strengths of mandated district
programs, she offered:
Interactive activities in programs are definitely a strength. They do seek to make sure
participants are actively engaged with the learning, with the materials, and with each
other. There’s time for collaboration.
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Claudia expressed value in the interventions or strategies presented by facilitators, but also
learning from teachers discussing their experiences in the classroom.
While Claudia mostly expressed satisfaction with teacher professional development in
general, similar to other participants in the study, she remarked on her preference for contentbased, social studies programs.
I would say some of the weaknesses is that these programs are geared more so for
elementary school teachers rather than secondary teachers. Some of the strategies are
hard to conceptualize for what I teach. In addition, most of it’s focused on pedagogy and
not a lot of content. It would be nice to see some more content area training offered, or
ways to work with teachers of other content areas for interdisciplinary projects.
Claudia expressed preference for teacher professional development with coherence, content,
active learning, and collective participation. According to Wayne et al. (2008), professional
development focused on teacher behavior tends to have less influence on teacher practice than
professional development focused on content. Active learning and collective participation serve
to reinforce new information, increasing teachers’ knowledge of their respective content area.
Ultimately, Claudia concluded that district teacher professional development provides valuable
resources for her practice in the classroom. She suggested these programs have made her more
mindful of her actions in curriculum development and instruction.
Perceptions of InsideART. When this study commenced, Claudia had attended recently
her second InsideART workshop for a total of 16 hours. New to the program, she immediately
assessed the efficacy of Visual Thinking Strategies and socially conscious, contemporary art for
critical social studies instruction. I asked her to describe InsideART, she stated “It’s an
opportunity for collaboration and communication with colleagues from the district about art and
ways we can infuse art into our curriculum.” InsideART facilitators build into the workshop
87

differentiated activities, e.g. introduction, artist talk, museum tour, and curriculum overview;
however, all activities are designed to foster teacher collaboration throughout the day. Claudia
appeared to appreciate opportunities afforded to increase her pedagogical content knowledge
found within the informal learning feature of InsideART. Because InsideART primarily centers
on social studies through contemporary visual art, subject-specific collaboratives form as
teachers share their content knowledge and practice (Little, 1993), thus, creating an alternative,
yet relevant, path for teacher learning within the formal professional development environment.
InsideART relevancy and its influence on teacher practice. Claudia discussed ways in
which InsideART applies to her U.S. history classes while discussing the exhibit The neighbors:
Slide shows for America. This particular exhibit invited participants to explore ethnic and
cultural diversity in the United States. She explained:
The most recent exhibit with the photos about travel and the timeline with the pictures of
America was applicable to what I teach. I could see the connections were pretty
obvious right off the bat. I can just bring in those photos into my lessons. I’m
specifically thinking about the Great Depression and that time period.
For Claudia, the art presented in the exhibit explicitly connected to the U.S. history formal
curriculum, meeting her expectation for content focus and coherence in teacher professional
development. Additionally, the active learning activities helped her experience the effectiveness
of arts-based social studies. Exposure to content that expands upon the formal curriculum while
also increasing instructional skills (Desimone, 2009) influenced change in Claudia’s instructional
approach. She explained:
It’s definitely helped me when we do art analysis in our classroom. The way I
interact with students and ask them for their interpretation and to drill deeper into the
piece that we’re looking at. Primary sources are not always art, but if it’s more of a
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political commentary, or visual, the Visual Thinking Strategies help. It’s helped me
work with students on drilling down to find their ideas and their thinking and help them
refine their thinking.
Claudia’s experience in learning complex historical issues through Visual Thinking Strategies
and socially conscious, contemporary art allowed her to engage in a new way of learning the
social studies. She transferred the practice to her classroom with the intent to engage students in
the visual qualities and social studies themes within the art to further their critical thinking skills.
InsideART’s contribution to teacher mental health. Claudia revealed ways in which
InsideART helps revitalize her professionally. She commented:
The professional setting… just being treated like a professional and being valued is sort
of a rejuvenating experience that doesn’t always happen in professional development.
It’s nice to work at a leisurely pace and not feel like we’re on a schedule. We get to
things and we’ll make space and time for teachers’ ideas, comments, and conversations.
Dalton (2015) found that arts-based, teacher professional development that values and supports
the mental and emotional needs of teachers helps increase participants’ self-efficacy. Teacher
renewal, while personal in nature, tends to generate positive changes in teacher practice. Claudia
alluded to this when she stated:
I wish all professional developments would be like InsideART with regards to the feeling
you get when you go and how you’re treated. You see the art and learn from it. You
come out feeling more cultured and that you’ve gained something you can take back to
the classroom.
For Claudia, engaging with socially conscious, contemporary art, Visual Thinking Strategies,
teachers, and artists provides an intimate and unique cohesion between the personal and the
professional self that enables her to construct new meanings and approaches to the social studies.
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Arts-based, social studies curriculum development. Claudia purposely selected an artsbased approach for her lesson titled Gay culture of the 1920’s. This lesson, focused on LGBTQ+
history in the United States, sought to focus students’ attention to the essential question “In what
ways were social movements of the 1920s a tension between the modernism and traditionalism
from WWI?” Claudia intended for students to evaluate depictions of what life was like for gaypeople in
the 1920s. She explained:

I want to make sure the images lend themselves to a robust discussion, but weren’t so
cutting edge that it might lead to inappropriate discussion. I want to make sure that there
is rich discussion and students can share their ideas on what they think is going on. There
is enough context that they can truly think about it.
Claudia’s purpose for the lesson aligned with her stated objective, which called for “students to
understand the experiences of LGBTQ+ people from the 20s and to be able to explain how
society viewed this group.” I then asked Claudia what InsideART strategies did she select that
would help students achieve this outcome. She stated:
I used the Visual Thinking Strategy protocol with the three questions. I used that
because it’s a great way to have students look at a visual piece of work and really get
them thinking and talking about it. I know none of these images will appear on the end
of course exam. The focus of the lesson isn’t point of view of the photographer or
author. There is no right or wrong answer in this lesson, so the Visual Thinking Strategy
really allows students that freedom of thought. It allows for divergent thinking.
Claudia demonstrated the ability to move beyond the constraints of state standards and testing
and consider curriculum development within the expansive aims of the social studies. “These
aspirations may include fostering, for example, human rights, tolerance, justice, civic
responsibility, and caring” (Thornton, 2002, p. 128).
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The lesson plan included an attention-getter activity that requires students to engage in
Visual Thinking Strategies of four primary source images. Claudia explained:
I open the lesson with the Visual Thinking Strategy as a way to hook their attention and
to get them to think about who these people were and what they might be doing and why
these pictures might be taken. [Students] have already learned about speakeasies and
they learned about alcohol culture of the 20s, so they have enough background
knowledge to postulate. It’s a hook and a way to activate prior learning.
Claudia emphasized the need for students to have historical background knowledge in order to
successfully engage in the analytical and reflective practices of the activity. Students familiar
with the historical context of the period can transfer that knowledge to explore themes and think
critically about the social issues represented in the images.
Arts-based, social studies instruction for critical social awareness. Congruent with the
method, Claudia expressed that successful implementation of Visual Thinking Strategies with
socially, conscious images includes a wait-time strategy. She explained:
For the visual thinking protocol, I remember while being at the InsideART professional
development, the [museum educator] takes her time and repeats. When I was guiding
the students, I made sure to really take my time and pause and slow things down. I
paraphrased what student were saying if needed, while inviting others to share their ideas.
In allowing students time to think of their answers, Claudia facilitated a reflective practice.
According to Finlay (2008), this necessitates an examination of assumptions and invokes a selfawareness, while students critically evaluate their responses. This was especially important for
Claudia. She took caution with not providing students with background on the lesson, because
she wanted students to sort out themes and representations on their own.
I asked Claudia how she perceived the impact of the InsideART strategies for this lesson.
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Claudia offered:
I think the kids were surprised there were pictures of lesbian, gay, and transgender
people. They were shocked with the advertisement of the drag show, that people in the
1920s would put an ad in the newspaper to buy tickets for a drag show. They were
shocked when they learned it was ok, there wasn’t the negativity they assumed would
be there. I think the way that I asked the question to just tell me what they think created
the opportunity to be surprised.
Claudia perceived that the arts-based approach to this lesson allowed students to construct new
knowledge and to develop an understanding of the historical period through critical reflection.
Consequently, students developed a deeper understanding of a history normally silenced in the
formal curriculum. Claudia also explained the use of socially conscious images with Visual
Thinking Strategies increased student participation:
I got to hear a lot about what students thought and why they thought it. I think they felt
very open with talking and sharing their ideas. Again, they didn’t need to worry about
getting the right answer. We just examined possibilities and interpretations on what they
thought was going on in the images. There was more freedom of expression.
Claudia facilitated a focused class discussion in which students were encouraged to suggest
alternative viewpoints. In creating a learning environment respectful of open-mindedness,
Claudia explained that students were more willing to express their thoughts with the class. I
asked Claudia if she thought students changed their view of this historical and cultural practices
of period. She responded:
Many students wrote in the writing assignment, ‘I know this doesn’t apply to me, but I’m
glad I learned about this because I thought gay people weren’t accepted.’ Many students
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also wrote how awful it was that gay people were closeted in the 1930s. They expressed
positive feelings learning about this topic and shared that more people should know about
this.
The arts-based instructional approach employed by Claudia invited students to explore the
beliefs, values, and cultural practices during the 1920s in the United States. Ultimately, the artsbased approach to the lesson became a catalyst in challenging students’ assumptions of the
historical period influenced by contemporary social practices and issues.

Case Study: Serena
Serena, a new participant to the InsideART, but familiar with arts-based,
social studies pedagogy through her teacher education program, shared her
enthusiasm about the professional learning community fostered in the workshop.
“Oh my gosh, I now have a group of teachers and academics I can look to for
help if I need it… it’s cool.” I have known Serena for a little over a year through
encounters at the university. I often consider her pedagogical philosophy framed
by multicultural and global education and wondered if this resulted from her
experience teaching in Japan. Serena briefly explained her overseas experience,
“After teaching for a year at a local charter school after graduation, I moved to
Japan for three years and taught English as an assistant language teacher, but I
was in charge of curriculum development.” During the interviews for this case
study, it became clear to me the impact of this extended cultural immersion,
experiencing another way of everyday life influenced her approach to social
studies instruction. “I wanted to focus on the Haitian Revolution. I chose to
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focus on the Bois Caïman Ceremony, so students can see themselves represented
in the art of the enslaved Africans fighting for freedom.”
Throughout the interviews, Serena demonstrated acute awareness of
diversity in her classroom. Thus, the use of socially, conscious visual art and
visual thinking strategy for inclusive social studies strongly appeals to her. “I
now spend more time on images. I use the Visual Thinking Strategies I learned
from InsideART during class. I can see the kids becoming actively engaged
because it’s something they can all do… You see them become more engaged and
more intense.” Serena credits InsideART for expanding her understanding of
arts-based, social studies curriculum and instruction. “[InsideART] has helped
me with lesson planning. As an undergrad, I went to the art exhibits and I would
look around. I knew about Visual Thinking Strategies, but now I got to see it in
practice and in lessons. I learned how to look at an image. I learned that there
are different ways to present information.”

Background. Serena holds an undergraduate degree in education and is currently
enrolled in a social science education master’s program. She followed a traditional pathway to
teacher professional certification. At the time of this study, Serena’s teaching experience totaled
five years. This includes teaching for three years in Japan as an English language teacher
assistant in which she was responsible for curriculum development. Upon her return to the
United States, she accepted a social studies position at Oak Trails High School (pseudonym), a
title I designated school located in a rural area in the southeast region of the United States.
Serena described the demographics of Oaks Trails as 45% Hispanic, 39 % white, 11% Black, 3%
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Multiethnic, and 1% Asian. She currently teaches AP World History, world history honors, and
world history regular. When detailing the demographics of her classes, she clarified, “My
honors kids are mostly White. My regular classes are predominantly Latinx and Black with a
speckling of White kids. My AP class is an even split between White and Latinx students.”
Serena commented on the disparity in ethnic representation between her honors and regular
courses and faulted equity issues resulting from socioeconomic status as the reason for the lack
of diversity in the honors course.
Perceptions of teacher professional development. Serena’s experience with teacher
professional development is relatively new. She explained that upon her return from Japan, she
was required to complete 200 professional development hours for recertification. Consequently,
her choices for courses and programs were primarily motivated by accessibility, mainly through
district trainings, and accumulation of points. When prompted to describe strengths of
professional development programs she attended, Serena grappled with providing a response.
After a brief pause, she offered, “They were organized. I’ll give them that.” She perceived
mandated district teacher professional development as more accommodating towards participants
with alternative pathways to teacher certification. She commented on a recent professional
development workshop, “I didn’t learn anything! Teachers who attended a teacher college sat
through classroom management professional development. I’ve been there, done that. I know
it.” Serena further described mandated district professional development as extremely limited,
particularly lacking content-based courses. Similar to other participants in this study, Serena
seeks teacher professional development focused on the social studies rather than generalized
education topics, further confirming research that suggests effective professional development
for social studies teachers includes coherence with the formal curricula and offers strategies
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specific to the content area to produce an effect on teacher practice (Valli and Stout, 2004; Little,
2006). Serena highlighted this when elaborating on the weaknesses of district professional
development. She stated, “District professional development is monotonous. It hasn’t helped. I
didn’t learn a thing. It was just to get the points.” Consequently, she rejected many of the
interventions suggested in these programs.
Serena differentiated between mandated district and school-based professional
development. She described recent school-initiated training sessions as more accommodating.
She stated:
I found professional development at my school a bit more manageable and a bit more
fun and easier to do, because I knew the people. They did not try to hype it up and
I appreciate that.
School-based professional development directly correlates to the school setting, fosters
collaboration among colleagues (Valli and Stout, 2004), and tends to be informal (Thacker,
2017), allowing teachers to learn from each other. Serena expressed a strong preference for this
format. She emphasized that these professional development sessions afforded her with
opportunities to talk with other teachers. “I did like that I got to see other people. I did enjoy
talking with other teachers, especially if they were in the social studies. We could talk about
social studies!” Serena ultimately concluded that professional development in general had not
met her needs for continuing teacher education.
Perceptions of InsideART. Serena, a first-time participant during the fall 2020
InsideART workshop, described the educational activities and resources as highly impactful to
her teacher practice. In describing her initial impression, she stated, “It’s incredibly informative.
There’s so much choice in the lesson plans. There was much to see with the art.” The visual arts

96

strategies proposed during InsideART appealed to Serena for its inclusivity and opportunities for
multicultural perspectives in the social studies. I asked Serena if she viewed the professional
development relevant to her work, she responded:
Yes, 100%. I found the art and the artists interesting. I could definitely use that in my
classroom. It’s very helpful to learn ideas of how to present information. I might not use
the exact lesson plans provided, but they get the wheels turning. They get me thinking
of how I can combine contemporary art and social studies to teach for social justice.
Despite Serena’s short time with InsideART, she quickly assessed the impact of socially
conscious, contemporary art for reimagining the social studies curriculum and the potential for
providing students with a new approach for alternative ways in thinking about history (Desai,
Hamlin, and Mattson, 2010). While attending InsideART, “I got to see it in practice and in
lesson plans. Here’s an image and then you can see the creativity. There are different ways to
present information which is always helpful.” Through active learning and teacher collaboration
activities structured into the InsideART workshop, Serena personally experienced how socially
conscious, contemporary art and Visual Thinking Strategies serve as a passageway to both
critical thinking and critical social studies. As a result, she viewed the professional development
as relevant to her practice. She said, “I really like InsideART. It’s one of the better teacher
professional development. I can use the art and strategies in my social studies classroom.”
Professional learning communities in professional development. Heafner, Handler, and
Journell (2016) suggest that when participants of professional development form strong and
supportive relationships, teachers commit to fulfilling goals and initiatives. Serena emphasized
how the connections she developed with InsideART facilitators and teachers during the first
session have contributed to her self-efficacy. She said, “I now have a group of teachers and
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academics I can look to if I need help. That’s helped immensely and it’s built my confidence.”
Serena also valued the interdisciplinary collaboration of art and social studies educators. She
explained, “I really like listening to the art teachers and seeing what they can do. I’m a social
studies teacher, so I look at art and lesson planning through a different lens. It’s just really
interesting to learn how others do it.” Similar to Eric, Serena did not view the heterogenous
makeup of participants as negative, rather she demonstrated excitement with the intersection of
art and social studies as complementary and beneficial to her own practice.
Engagement in the social studies through Visual Thinking Strategies. During the
InsideART workshop, Serena focused on learning the techniques needed to integrate Visual
Thinking Strategies in curriculum development and instruction and noted the impact when she
transferred the practice to her classroom. She explained:
It’s definitely helped with my lesson planning. There are different ways to present
content. I now spend more time on images instead of lecturing. I use the Visual
Thinking Strategies that I learned from InsideART. I can see the kids becoming more
actively engaged because it’s something they can do. I’ve seen test scores rise as a result
of arts- based teaching. You just see students become more engaged.
Visual art and thinking strategies provide a learning space in which students not only examine
the world around them, but also critically reflect on their own lives in relation to their
environment (Cruz, Ellerbrock, and Smith, 2015). Serena confirmed scholarly literature that
suggests arts-based strategies can result in increased student motivation to engage with complex
social studies topics.
Lack of coherence between InsideART curricular resources and the formal
curriculum. I asked Serena if she has used InsideART curricular resources available to all
participants. She explained:
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The curriculum itself just sometimes doesn’t match up with the content I need to teach. I
would love to teach more about different cultures and social issues, but outside of an AP
classroom, it’s really hard due to time constraints. Do you stick to the curriculum with
the specific vocab? Or, do you move on outside the curriculum to more engaging
content? You run the risk of test scores decreasing, because students didn’t learn the
vocab. That’s the biggest issue with InsideART curriculum.
Formal curriculum and standardized tests complicate social studies teacher professional
development (Valli and Stout, 2004). The vision of the social studies spans beyond content to
include confronting contemporary issues and encouraging students to think critically in making
personal and civic decisions with information from multiple perspectives (NCSS, 2016).
However, teachers’ agency for curricular-instructional gatekeeping is influenced by
accountability measures (Pace, 2011), which may conflict with the above vision of the social
studies. Oftentimes, teachers opt for instruction focused on state standards and passing
standardized tests, rather than a critical social study that engages students in creative and ethical
thinking of contemporary issues faced by citizens and leaders (NCSS, 2016). While Serena
views the benefits to InsideART curriculum, she stressed her feelings in needing to abide by the
formal curriculum to help students achieve a passing score on the standardized test.
Arts-based, social studies curriculum development.

In the lesson titled Haitian

Revolution: A closer look, Serena incorporated visual art and thinking strategies to facilitate
culturally responsive content and instruction. Serena recognized that the formal curriculum
minimizes the relevance of the Haitian Revolution in favor of the American and French
Revolutions, which she considered evidence of a Eurocentric curriculum. She became aware of
the significance of this topic for her students in a prior academic year. She explained:
I wanted to focus more on the Haitian Revolution because one of my previous African99

American students asked why don’t we learn more about this? It occurred to me that he
and my Latino students are interested because they are represented in the content.
That’s why I chose to focus on this topic.
Serena proceeded to detail the lesson’s emphasis on the Bois Caïman ceremony through Ulrick
Jean-Pierre’s painting (n.d.), Cayman Wood Ceremony. Cristophe (2004) explainsthat while the
painting portrays a realistic narrative, it also depicts a sense of mysticism and grandeur. The
painting highlights the tension between violence and freedom, since it represents the Cayman
Wood Oath, Haitians’ promise “…to break the chains of slavery, burn the plantations, and kill
all the whites” (p. 53). Serena created an “attention-getter” that required students to engage in
Visual Thinking Strategies comparing Jean-Pierre’s painting with Delacroix’s painting (1830),
Liberty Leading the People. She explained that students developed the background knowledge
necessary to examine Delacroix’s painting while studying the French Revolution. Serena
offered more insight into this activity:
I want students to understand the importance of that ceremony in sparking the Haitian
Revolution. They need to know in the curriculum about the Bastille being the spark that
started the French Revolution, but they don’t need to know the spark that started the
Haitian Revolution? I wanted to bring that to them.
Serena adeptly combined reflective practices from Visual Thinking Strategies with comparative
reasoning skills. When asked about what strategies and/or materials she used from InsideART in
this lesson, Serena reiterated the use of Visual Thinking Strategies, but also noted the
importanceof incorporating socially conscious art.
I didn’t use InsideART images, but I did include socially conscious art. I just wanted the
students to see different groups of people not necessarily presented in the curriculum and
consider how these people lived their lives and how they started a revolution. I wanted
100

students to compare it to the French and American Revolutions. Why is the Haitian
Revolution so bloody compared to these? What were they fighting for? The French and
American Revolutions were more about taxes. The Haitians fought for their freedom
from slavery. I wanted to focus on that, because that’s important.
For Serena, arts-based, social studies lessons provide students with a deeper and more
meaningful engagement with historical content, thus, her decision to use this strategy for this
particular topic. Serena commented, “When I bring art into the classroom, the vast majority of
students appreciate it and they really get into it. They are able to understand more why people
did what they did.”
Arts-based, social studies instruction. While discussing her instructional experience of
the lesson, Serena highlighted the impact of the socially conscious art and Visual Thinking
Strategies on students’ engagement and her decision to extend the activity. She explained:
I focused more so on the image analysis than note taking. I spent a lot longer than I
anticipated on comparing the paintings. The students were doing really well with
discussions. It took approximately 20 minutes to get through just comparing the two
images from the start of the lesson and delving into a discussion about representation in
art and in history books.
Serena adapted the pace of the lesson as she perceived students, especially her Black students,
immersed in the images as they actively engaged in analyzing historical themes.
I think one of the biggest strengths of the lesson was the participation. I had a lot more
students participate this time and the information they were giving me was so much more
detailed. A lot of my Black students participated. Surprisingly, a lot of them direct
messaged me, since we’re on Zoom. They shared their thoughts, feelings, and answers. I
don’t know if they felt safer or more comfortable messaging me, but they wanted me to
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read what they had to say. I was really impressed and they were pretty much spot-on.
So, yeah, a lot more participation from my Black students. A lot more critical thinking
was going on.
Serena found her Black students became motivated as agents in constructing knowledge of the
historical events during the Haitian Revolution, while also developing a more intimate
understanding of the experiences of Haitian slaves portrayed through the image.
I asked Serena if she perceived any weaknesses with the arts-based instruction to her
social studies lesson. Serena noted the effectiveness of the arts-based approach in creating a
more meaningful and critical social studies learning experience and developing students’ critical
thinking skills; however, she lamented the constraints imposed from the formal curriculum and
the end of course exam. She stated:
The time aspect. I get evaluated on their test results. There’s that critical thinking aspect
and you can delve deeper into the history through the art. However, I still need them to
know the key terms and facts of the Haitian Revolution.
Serena revealed the struggle social studies teachers encounter in making instructional decisions
within the context of accountability. According to Volger and Virtue (2007), the formal
curriculum constrains social studies teacher to often default to “just the facts” (p. 56) coverage
within limited class time, too often at the cost of higher order thinking and critical history.

Conclusion
Teacher-participants in this case study revealed that arts-based, social studies teacher
professional development, centered on socially conscious, contemporary art and Visual Thinking
Strategies, indeed influences their curricular-instructional decisions. In the following chapter, I
discuss six themes that emerged as a result of data analysis: 1) mandated teacher professional
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development lacks subject matter specificity to meet the needs of social studies teachers’
curricular and instructional needs; 2) arts-based teacher professional development facilitates a
professional learning community; 3) arts-based teacher professional development fosters teacher
renewal; 4) socially conscious, contemporary art and Visual Thinking Strategies fundamentally
reflect content and critical thinking skills for the social studies; 5) socially conscious,
contemporary art and Visual Thinking Strategies offer flexibility that allows coherence with the
social studies curricula; and 6) arts-based teacher professional development creates a pathway for
multicultural and global education social studies curriculum and instruction. Discussion of these
themes prompts implications for practice along with recommendations for the field of social
studies teacher professional development and future research.
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Chapter Five:
Discussion
Introduction
The purpose of this qualitative case study was to describe teachers’ perceptions of an
arts-based, social studies teacher professional development program, InsideART, and investigate
if and in what ways the program influenced teachers’ curricular-instructional decisions. To
capture and evaluate the complexities of teachers’ perceptions and decision-making, I applied
educational connoisseurship and criticism as the research design. According to Dotson (2007),
“This qualitative research methodology lends itself well to studying why teachers teach the way
they do and, in its final form, offer the readers of the research a vivid and insightful
understanding of teachers’ teaching journey” (p. 11).
Two conceptual frameworks and one theoretical framework undergird the
epistemological foundations of this case study. The first conceptual framework is Desimone’s
(2009) critical features of teacher professional development that lead to a highly effective
program: content focus, active learning, coherence, duration, and collective participation.
Research indicates these features collectively can effect change in teachers’ pedagogical practice.
The second conceptual framework --- Thornton’s (1991) notion of teachers as curricularinstructional gatekeepers -- posits that teachers make daily decisions on what is included and
excluded from curriculum and instruction. These decisions are shaped by teachers’ beliefs about
the social studies subject matter and their larger educational purposes and goals (Thornton, 1991;
Pace 2011). Lastly, Eisner’s (1994, 2002) theory of cognition through multiple forms of
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representation served as the theoretical framework for this study. Eisner underscores the
importance for the inclusion of art to create meaningful educational experiences for students.
When applied to teacher learning, arts-based professional development privileges imagination
and novelty and provides a space for interactive, reflective practices so teachers may
reconceptualize approaches to teaching and learning (Kraehe & Brown, 2011).
Data were collected through a total of 12 in-depth semi-structured interviews, four lesson
plans created by the teacher-participants, and the researcher’s reflective journaling. The previous
chapter presented findings of this case study in narrative form intended 1) to reveal teacherparticipants’ perceptions of teacher professional development in general and the InsideART
teacher professional development, and 2) to provide rich details to gain insight into teachers’
curricular-instructional decisions. This chapter presents a discussion of the findings as a response
to corresponding research questions, implications and recommendations for practice and future
research.
Researcher’s Reflective Journaling
Prior to expounding upon the summary of findings, it is important to express how my
own position as an educator, InsideART curriculum developer and professional development
facilitator, and researcher intersected with this qualitative case study. Ortlipp (2008) argues that a
“[r]eflective practice such as this aims to make visible to the reader the constructed nature of
outcomes” (p. 695). The purpose is to acknowledge my own values and beliefs as I asked,
contemplated, and answered questions throughout the research process. Ortlipp concisely
elucidated my intent in reflective journaling when she states that “[k]eeping and using reflective
journals enabled me to make my experiences, opinions, thoughts, and feelings visible and an
acknowledged part of the research design, data generation, analysis, and interpretation” (p. 703).
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In chapter three, I revealed my positionality in the reflexivity statement. Summarily, I
experienced my own educational transformation through arts-based instructional strategies
during my undergraduate history program. Consequently, arts-based, curriculum development
and instructional strategies became one of my preferred pedagogical methods as a secondary
social studies teacher in which I observed students academically thrive. Upon admission to the
doctoral program, I accepted a curriculum developer and professional development facilitator
position with the InsideART program. It is this role that inspired my desire to conduct this
qualitative case study and influenced my selection of Eisner’s educational connoisseurship and
criticism research design. This arts-based methodological approach aims to fully realize the
intrinsic artful nature of the educational phenomenon under investigation, making it
complementary to the research topic. Throughout the study, I aimed at providing renderings of
what I encountered through the lens of both an individual who personally experienced the impact
of arts-based, social studies teaching and learning as a student and educator and as an educational
researcher-/critic. I agree with Eisner (1977) that conventional forms of educational research can
be quite parochial, thus, narrowing representations of events. As appropriate to an educational
connoisseurship and criticism research design, it was my intent to make available to readers
nuances that demonstrate the impact of the InsideART teacher professional development program
on teachers’ curricular and instructional decisions.
Discussion of findings
What follows is a presentation and discussion of the findings as they respond to each of
the research questions that guided this study.
RQ1: How do four social studies teacher-participants describe their experiences with
teacher professional development in general?
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Mandated teacher professional development lacks subject matter specificity to meet the
needs of social studies teachers’ curricular and instructional needs. All four teacherparticipants expressed that a generalized approach to teacher professional development,
decontextualized from subject matter, is ineffective because it does not incorporate or seek to
tackle idiosyncratic demands of curriculum development and instruction for their social studies
classrooms. According to Theobald and Luckowski (2013), most social studies teachers
prioritize teacher professional development that is content-specific; despite the high demand for
these programs, social studies teachers often claim a lack of offerings grounded in the content
area. Furthermore, Stein, Smith, and Silver (1999) found that teacher professional development,
frequently mandated by school districts, tends to focus on general education topics that quite
often fail to adequately “support the deepseated reexamination, ongoing experimentation, and
critical reflection that are required to develop the beliefs, knowledge, and habits of practice that
undergird the complex forms of teaching” (pp. 238-239). For instance, Eric categorized
mandated district teacher professional development as “too blanket” and not specific enough for
the unique needs of Franklin High School’s student population and his social studies classroom.
The lack of subject matter specificity appeared to affect teacher-participants’ expectations and
motivation, which significantly diminished, or completely eliminated, the likelihood of
implementing proposed strategies in the classroom.
In her description of district mandated professional development, Serena emphasized, “It
hasn’t helped. I didn’t learn a thing.” After teachers participate in professional development,
Osman and Warner (2020) explain that teachers’ motivation is a determinant for what occurs in
their classrooms. Notably, the authors argue, “that the rich learning necessary for teachers to
implement new practices is rarely acquired during the time spent in formal professional
development sessions” (p. 2). All four teacher-participants categorized district mandated
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professional development as a practical, “check-the-box” activity for recertification, but not
something they felt was particularly useful for their classroom practice. This study confirms
research found in the extant literature: too often mandated teacher professional development fails
to effect change in teacher practice.
RQ2: How do four social studies teacher-participants describe their experiences in an artsbased professional development program?
Arts-based teacher professional development facilitates a professional learning
community. Analysis of teacher-participants’ interviews revealed the importance of fostering a
professional learning community within teacher professional development programs. Little
(2006) describes these close-knit relationships as collective communities focused on promoting
teacher learning. She characterizes the nature of these teacher learning communities as
consisting of: 1) shared values and purposes, 2) focused on student learning, 3) coordinated and
collaborative, 4) supportive of teacher growth through observation, problem-solving, and advice,
and, 5) dedicated to collective decision-making with regard to curriculum. As examples, during
their interviews, Mila emphasized the collaborative environment of InsideART as organic, while
Serena lauded the professional learning community as supportive and boosting her confidence as
a social studies teacher.
The arts-based approach to teacher learning in InsideART workshops foster communal
engagement among professional development facilitators, museum staff, teachers, and artists.
Eisner (2002) argues that the arts not only support creativity and imagination, but also
encouragelearners to work together, essentially fulfilling a pragmatic vision of promoting
professional skills and attitudes. Claudia underscored the cooperative and communicative aspects
of InsideART activities which lend to discussions focused on interdisciplinary art and social
studies curricula. Desimone (2009) categorizes these teacher learning communities within the
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context ofthe collective participation critical feature to teacher professional development. She
notes, “Sucharrangements set up potential interaction and discourse, which can be a powerful
form of teacher learning” (p. 184). Within this collective participation approach, the InsideART
workshop is purposely managed to encourage both formal and informal learning communities.
Professional development facilitators and museum educators act as guides and scaffold, or model,
arts-based, social studies strategies, curriculum development, and instruction, while teachers are
encouraged to engage in informal discussions on best practices for integration into their respective
classrooms throughout every segment of the program. Thacker (2015) also noted that these
informal occurrences are significant within teacher professional development programs in that it
tends to provoke change in teacher practice through self- and community-directed exchange of
ideas and experiences. All four teacher-participants communicated the professional learning
community fostered through InsideART inspired reflectivity of their curricular and instructional
practices and provided practical examples for inclusion of new methods in their social studies
classrooms.
Arts-based teacher professional development fosters teacher renewal. Teacher renewal
is a feature within teacher professional development often overlooked in scholarly literature.
This study maintains that an arts-based approach to teacher professional development stimulates
teachers’ intellectual growth and reflective practices that contribute significantly to teacher
renewal. Mila likened InsideART to a “mental health day”; Eric referred to the program as a
“treat”; Claudia associated the workshop to a rejuvenating experience; and, Serena expressed
feelings of empowerment. The underlying characteristics of teacher renewal are closely
associated with the principles of andragogy, that is, the recognition that adult learners are selfdirecting, rich with experience, and ready to learn (Knowles, 1972). Leahy and Torff (2013)
further add that positioning teachers as professionals and as agents in their own professional
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growth can empower teachers to confer on educational decisions and work towards solutions.
Consequently, “[p]rofessional development activities should capitalize on this inherent
propensity and empower teachers with choice, so that teachers experience intrinsic motivation
and personal agency” (p. 108). Dalton (2015) asserts that “[r]enewal models for professional
development are based on experiences that are self-renewing and self-actualizing” (p. 3). In the
case of InsideART, teacher-participants expressed that the arts-based approach to teacher learning
along with the formal and informal collective participation invoked an awakening in their
curricular-instructional agency, allowing them to re-create new visions for the subject matter
they taught. Within this context, teacher-participants demonstrated a sense of renewed vitality
allowing them to reengage in familiar social studies content through a creative new lens.
RQ3: How do four social studies teacher-participants describe the influence of an artsbased professional development program on their curriculum development and
instructional strategies?
Socially conscious, contemporary art and Visual Thinking Strategies fundamentally
reflect content and critical thinking skills for the social studies. All four teacher-participants
expressed the importance of content-based teacher professional development for professional
growth, confirming this criterion’s significance in teacher professional development. Studies
reveal that such a focus strongly impacts teachers’ content knowledge and pedagogical skills
(Desimone, 2009; Desimone and Pak, 2017), which increases the likelihood for teachers to
incorporate new curricular and instructional practices (Kasemsap, 2017). Desimone (2009) goes
as far as arguing that “content focus may be the most influential feature” (p. 184) in affecting
curricular and instructional change.
InsideART workshops feature socially conscious, contemporary visual art; inherent in this
artform are political, social, cultural, economic, and environmental topics and issues. As such,
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the content presented through contemporary art exhibits connect to the various subjects within
the social studies content area. The nexus among critical social studies content through visual
art, Visual Thinking Strategies, and teacher-participants’ intellectual engagement significantly
influenced teacher-participants’ perceptions of the effectiveness of arts-based, social studies
curriculum and instruction. For example, Eric explained the content relevancy of the Duke
Riley: Flights of fancy exhibit and his decision to integrate the art and strategies in a U.S. history
lesson focused the Cuban Missile Crisis. In his description of the instructional approach, he
revealed how the art served as a pedagogical site for mandated and social justice-related topics,
while also enabling students to think critically of the historical content in new ways. Claudia did
not specifically integrate contemporary art from InsideART exhibits into her social studies
lesson, however, her perception of socially conscious, contemporary art guided her selection of
images for an inclusive-LGBTQ+ U.S history lesson. She expressed how this artform revealed
to students a more complete history not represented in the social studies textbook. Ultimately,
the content focus of the InsideART program enabled teacher-participants’ learning of a more
critical social studies, fostered the ability to represent content through socially conscious, visual
art and images, and encouraged the re-imagining of mandated social studies curriculum towards
a more social justice-oriented schematic.
Socially conscious, contemporary art and Visual Thinking Strategies offer flexibility
that allows coherence with social studies curricula. Coherence in teacher professional
development programs reflects a clear link among professional expectations, teachers’ beliefs,
and values with the strategies and interventions proposed during such programs (Desimone,
2009). The content presented through InsideART contemporary art exhibits and the adaptability
of Visual Thinking Strategies strongly appealed to teacher-participants due to: 1) their perception
of alignment with professional responsibilities in adhering to mandated curricula and
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accountability measures, and 2) their personal and professional held beliefs that the social studies
should incorporate curricular resources that reflect a critical examination and more complete
representation of socio-political, cultural, economic, and environmental historical and
contemporary issues. For instance, Mila viewed the contemporary art through the lens of her
interest in material culture, and the Visual Thinking Strategies as a means to enable students in
developing primary source analysis and historical reasoning skills necessary for the advanced
placement exam. Similarly, Eric expressed his interests in museum events and described
InsideART exhibits and strategies within the context of his U.S. history courses and end of course
exam. Hochberg and Desimone (2010) emphasized, “To be successful, professional
development that is part of the accountability system must be coherent and must focus teachers
on a target that is aligned with standards and assessments and that can be achieved using the
curriculum materials at hand” (p. 93).
The flexibility of the proposed arts-based strategies, which include both the selection of
socially conscious, visual materials for social studies lessons and Visual Thinking Strategies,
advanced during InsideART tacitly centers teachers as curricular-instructional gatekeepers within
the context of the formal curriculum. All four teacher-participants adhered to social studies state
standards in developing their lesson plans and curricular artifacts; however, they also made
decisions to include critical social studies content through the incorporation of socially
conscious, visual images and strategies, thereby, revealing the influence of the InsideART on
their curricular-instructional practice. Although the four teacher-participants viewed
accountability measures as curricular and instructional constraints, they demonstrated agency
and confidence in their decisions of content, learning activities, and sequence (Sleeter and
Carmona, 2017; Thornton, 1991) in the lessons submitted for this study. All four teacherparticipants recognized gaps in historical representations of marginalized groups and perceived
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to have remedied these gaps through InsideART arts-based strategies. Eisner (1991) identified
this issue with social studies formal curricula during the nascent phase of the current
accountability movement and stated that “[t]he point of using the arts is that works of art possess
a content that itself is uniquely informative. To gain access to this content one must have the
requisite schemata and refined sensibilities” (p. 554). This study revealed that because teacherparticipants perceived coherence of InsideART content and strategies with social studies formal
curricula and engaged in critical social studies content through socially conscious, contemporary
art as learners themselves, teacher-participants gained the essential knowledge to transfer and
adapt proposed strategies to the needs of their social studies classrooms.
RQ4: Do curricular documents reflect social studies teacher-participants’ integration of
strategies from an arts-based professional development program? If so, in what ways?
Arts-based teacher professional development creates a pathway for multicultural and
global education social studies curriculum and instruction. InsideART positions socially
conscious, contemporary visual art as a pedagogical site to investigate current political, social,
cultural, economic and environmental global issues such as immigration, racism, and climate
change. Teachers explore these topics through artists’ perspectives that challenge linear
narratives and official representations of historical discourses (Desai, Hamlin, and Mattson,
2010). Cruz et al. (2020) found that teachers “exposed to socially conscious art heightened their
awareness of issues of which they had little previous knowledge” (p. 103). The visual
expression of social studies content through socially conscious, contemporary artwork appealed
to teacher-participants and appeared to stimulate creative ways for the incorporation of
multicultural and global issues into their social studies curricula. All four teacher-participants
fused into their social studies lessons social justice-oriented visuals with a critical inquiry
strategy, combined with or adapted from Visual Thinking Strategies, a frequent pedagogical
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practice found within multicultural and global education methods. They described ways in
which they sought to engage students intertextually, which according to Desai et al. is the ability
to navigate and recognize the intersections of “historical, literary, and visual materials” (p. 27).
Teacher-participants shared that this multimodal approach in their lessons created an engaging
and meaningful learning environment that reportedly evoked students’ self-reflective practices
and awareness of their role as cultural interpreters with accompanying ethical and social
responsibilities (Cahan and Kocur, 2011). For example, Eric specified how the “de-occupy
Hawaii” image brought to students’ attention a lesser-known contemporary social justice issue
with its legacy situated in the United States’ imperial past, and Claudia upended students’
assumptions of the LGBTQ+ communities’ historical past through a discussion enabled by
visuals of gay culture in the United States during the 1920s.
Furthermore, teacher-participants integrated socially conscious, visual images to engage
students in interpretive acts in order to construct new and more inclusive knowledge and
understandings of silenced or marginalized histories. This study affirms Hulsbosch’s (2015)
argument that arts-based instruction is an effective multicultural pedagogical strategy because it
facilitates a more profound and comprehensive understanding of human experiences, beliefs, and
values. This approach also facilitates students’ cross-cultural awareness, a fundamental attribute
of global education (Hanvey, 1982).
Implications and recommendations
The results of this qualitative case study generated several implications and
recommendations related to social studies curriculum, instruction, and teacher professional
development. These implications and recommendations hold promise for education stakeholders
--- especially school district partners and higher education faculty --- committed to effective
practices in social studies teacher professional development and practice. The following
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implications and recommendations fundamentally communicate how arts-based, social studies
teacher professional development leads to meaningful and impactful change in social studies
teacher curricular and instructional practices.
Social studies teacher professional development. Possibly the most significant
implication of this case study is a call for the expansion of socially conscious, contemporary artsbased, social studies teacher professional development. Teacher-participants expressed nuanced
perspectives on ways socially conscious, visual art and Visual Thinking Strategies align with and
expand upon the formal curriculum while fostering the interrogation of linear, exclusive
histories. In their description of InsideART, teacher-participants explained that exposure to
socially conscious, contemporary art, Visual Thinking Strategies, and professional learning
communities illuminated creative approaches to subject matter. The InsideART critical features
that most influenced teacher-participants’ decision to integrate arts-based strategies in their
curricular-instructional practice were content focus, curricular coherence, and collective
participation. Eisner (2002) calls our attention to the transformative nature of the arts through
exercise of the imagination. He explains that “[s]chool programs and programs in classrooms
employ curricula that always need some form of mediation. Teachers and teaching are, of
course, the primary sources of mediation” (p.149). Throughout the InsideART workshops,
teachers interact, collaborate, and reflect on ways in which to modify and implement arts-based
curriculum and instruction in their respective classroom, thus creating a meaningful and
impactful teacher learning environment.
It is noteworthy to mention that this case study, specifically through Serena, revealed that
duration, a critical feature often cited in teacher professional develop scholarship, was not a
factor in affecting change in teacher practice. Hochberg and Desimone (2010) argue,
Activities that both involve a large number of hours and span longer periods are expected
115

to allow for in-depth discussion of content, student preconceptions and misconceptions,
and pedagogical strategies and to provide teachers with the opportunity to experiment
with new practices and obtain feedback on their teaching. Activities of longer duration
were associated with greater self-reported change than activities of shorter duration. (p.
96)
At the time of this study, Serena had attended only one (eight-hour session) InsideART
workshop. However, she demonstrated the ability to conceptualize, create, and enact a socially
conscious, arts-based social studies activity that facilitated students’ discussions and reflective
practice. I argue this was possible due to the centrality and impact of socially conscious,
contemporary art in the InsideART workshop. Eisner (2002) informs us that
The arts are typically crafted to make aesthetic forms of experience possible. Works of
art do not ensure that such experience will emerge, but they increase the probability that
it will as long as those in their presence are inclined to experience such work with
respectto their aesthetic features… When the arts genuinely move us, we discover what
it is thatwe are capable of experiencing. (pp. 10-11)
Engaging InsideART workshop participants in acts of cognition through visual art, which
provokes reflective and affective responses, seems to cement the effectiveness of arts-based
strategies with new possibilities of social studies subject matter, thus precluding duration as a
critical feature in arts-based, social studies teacher professional development.
Arts-based, social studies teacher professional development for multicultural and
global education curriculum development and instruction. An implication with application that
spans beyond teacher professional development and into curricular and instructional practice is
that arts-based, social studies teacher professional development centered on socially conscious,
contemporary art and Visual Thinking Strategies prepares teachers for the inclusion of
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multicultural and global perspectives in the social studies. Crum and Hendrick (2014) propose
multicultural critical reflective practice, an analytical approach that “is the simultaneous
engagement in critical multiculturalism and critical reflection occurring through individual
and/or collective analysis of culturally-based assumptions, perspectives, and actions” (p. 271),
and position contemporary art as a space in which teachers can support students’ self-actualizing
and reflective experiences as they interrogate passively accepted ideas and develop a deeper
understanding of current socio-political, cultural, economic, and environmental issues. All four
teacher-participants developed curriculum and enacted instructional practices intended to
challenge students’ presuppositions of historical content within their lessons, ultimately
mirroring their own experiences in the InsideART workshop. Teacher-participants integrated
issues of power and oppression, representation and marginalization, and race into lessons, which
reportedly increased student engagement and metacognitive and critical thinking through socially
conscious images. Hulsbosch (2015) contends that this form of arts-based education “fosters
students’ intellectual, physical, emotional, spiritual and social wellbeing and facilitates
engagement in alternative practices and new perspectives for investigating cultural identity
formation, learning about social justice, democracy, intra- and intercultural understanding and
acceptance and global citizenship” (p. 90).
InsideART workshop facilitators carefully tend to participants’ experiences as learners
and as professional educators. In addressing multicultural and global issues through socially
conscious, contemporary art, participants gain a deeper understanding of these complex, and
oftentimes contentious, problems as they personally experience the meaningful impact of artsbased, social studies learning. Such encounters lead to teachers’ understandings the evident
connections between the social studies and multicultural and global education.
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Future research
Based on the findings and implications of this case study, future research should examine
the impact of arts-based, social studies teacher professional development on the enacted
curriculum. Due to the school district’s implementation of COVID-19 procedures, I was unable
to conduct classroom observations to compare teacher-participants’ perceptions of their own
instructional practice versus what actually occurred in the classroom. Additionally, this study
should include both art and social studies teacher-participants to investigate cross-curricular
influence and impact on teacher practice in curriculum development and instruction. I urge a
qualitative case study that investigates these nuances.
I also recommend future research on the impact of arts-based social studies on the
received curriculum, as well as student achievement, civic identity, and agency. Such research
can significantly contribute to the growing body of scholarly literature that repositions aesthetic
experiences for critical and inclusive social studies teaching and learning and that correlates arts
education with student academic success (see, e.g., Eisner, 1991, 2002; Lampert, 2006; White,
2004). It can further add to research centered on strategies that critically engage students in
social justice-oriented, citizenship education (see, e.g. Westheimer, 2015).
Conclusions
The results of this qualitative case study demonstrate that arts-based, teacher professional
development that integrates socially, conscious contemporary art and Visual Thinking Strategies
effects change in social studies teachers’ pedagogical practices. This is especially significant as
teachers seek ways to fulfill the vision of the social studies as the content area that “…engages
students in a comprehensive process of confronting multiple dilemmas, and encourages students
to speculate, think critically, and make personal and civic decisions on information from multiple
perspectives” (NCSS, 2016). The results further inform educational stakeholders dedicated to
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teacher professional development on the impactful nature of arts-based, social studies teacher
learning that can have a positive impact on teachers’ curricular-instructional decisions. This case
study strengthens scholarly literature that advances arts-based strategies as a catalyst to deeper
understandings of the social studies, underscoring Eisner’s (2002) theory that the arts provide an
intellectual awakening that can transform the view of the world for all who are open to its
possibilities.
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Appendix A—Author’s Positionality Statement
I have participated in the InsideART program in different capacities for three years as of
the completion of this study. I first experienced the program as a 10th grade social studies
teacher-participant in the spring 2018 professional development workshop focused on an exhibit
called Climate Change: Cuba/USA. As a first-generation Cuban immigrant, I immediately
connected to the representations of Cuba and the Cuban people and the artists’ socio-political
and cultural messages. As an educator, I listened intently to the curriculum developers’ artsbased strategies to critically engage students in contemporary issues related to Cuban-American
international relations. In several respects, the program reinforced my own pedagogical practices
I learned during my undergraduate and graduate studies.
My path to social studies education and teacher education is a circuitous one. As an
undergraduate student at Florida International University (FIU), I selected history as my major
and philosophy as my minor. I was inspired by the professor who taught a European culture and
intellectual studies course I attended. He brilliantly fused epochal paintings, operas, and
literature to help students understand prevailing ideologies during historical movements. I often
compared my learning experience in this course with others. After several upper level
undergraduate courses, I became cognizant that pedagogical style matters in student learning,
especially for diverse populations. My interest in history and pedagogy led me to the social
science education graduate program at Nova Southeastern University. I quickly immersed
myself in studying strategies for curriculum development and instruction for the different social
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studies content areas. I meticulously created inclusive lesson plans that integrated newly learned
methods with history and philosophy material from my undergraduate studies.
Shortly after graduation, I excitedly accepted an instructional position at a local charter
high school. I was initiated into the profession as a 10th grade AP European History, AP
Psychology, and psychology teacher. In developing the curriculum for the history course, I
modeled the arts-based instructional approach I experienced as an undergraduate, while
integrating multicultural perspectives learned during the teacher education program. As a result, I
witnessed students’ interest and motivation to explore political, social, cultural, and economic
content and to critically analyze historical events and movements. The power of learning
through the arts became clear to me.
During my second year of teaching, I returned to FIU to further my education in history
under the tutelage of the professor who first inspired me to study history through his arts-based
pedagogy. While my intent was to return to education upon completion of the degree, I was
surprised with an offer for a civilian analyst position with the Department of Defense (DoD)
prior to graduation. Intrigued by the possibility of applying the social sciences to regional
analysis, I accepted the position and moved to Washington, DC. Throughout my twelve-year
tenure in this field, I studied and advised senior U.S. policymakers on contemporary Latin
American and African political-military issues. This experience fundamentally shaped my drive
for social justice of marginalized populations throughout the world; however, I felt limited in
what I could do as a DoD analyst. My desire to return to students, the future leaders and
decisionmakers, grew.
After a 14-year hiatus from the classroom, I returned as a 10th grade AP, honors, and
regular world history teacher. I began the social science education doctoral program at the
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University of South Florida the same semester I first participated in InsideART. Shortly after the
workshop, I was offered the opportunity to become a curriculum developer. This was an
exciting opportunity for me. Developing lessons for the InsideART program provides an outlet
for me to help educators understand the power of arts-based, social studies pedagogy, while
introducing them to global contemporary issues. I have authored curricula for five workshops—
Miki Kratsman: People I Met, The Visible Turn: Contemporary Artists Confront Political
Invisibility, The Return of the Real: Robert Lazzarini and Rodrigo Valenzuela, Flood Zone and
Sponge Exchange, and (the upcoming) Neighbors: A Slide Show for America. This experience
has led to research opportunities. Recently, I co-authored a chapter titled “The art of global
education: Using socially conscious art to develop global perspectives” in the book Research in
Global Education (Myers, 2020). Additionally, I have presented the InsideART program with
fellow curriculum developers at the Florida Council for the Social Studies and National Council
for the Social Studies conference. I was also invited to co-present the program’s conceptual
framework of InsideART to faculty and staff of the University of Alicante in Spain.
All of these experiences mean I am intimately connected to the InsideART program.
However, I do not see this as a liability but, rather, an opportunity to garner additional insights to
which most outsiders are not privy. Educational connoisseurship and criticism call for the
researcher to appreciate and render the richness and complexity of an educational phenomenon
(Eisner, 1977). Eisner (1976) likens the educational connoisseur to one who specializes in wines
and demonstrates the ability to discriminate among subtleties to reveal details others cannot. It is
my intent in this qualitative study to investigate, from an emic (or insider’s) perspective, the
impact of the InsideART program on teachers’ curriculum development and instruction.
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‘Documents’ tab in the main study workspace. Use the
stamped consent found under the ‘Last Finalized’ column
under the ‘Documents’ tab.

Within 30 days of the anniversary date of study approval, confirm your research is ongoing
by clicking Confirm Ongoing Research in BullsIRB, or if your research is complete, submit a
study closure request in BullsIRB by clicking Create Modification/CR.
In conducting this protocol you are required to follow the requirements listed in
the INVESTIGATOR MANUAL (HRP-103).
Sincerely,
Various Menzel
IRB Research Compliance Administrator
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Appendix C—Informed Consent

Informed Consent to Participate in Research Involving Minimal Risk
Information to Consider Before Taking Part in this Research Study
Title: Social Studies Through the Arts: A Case Study of a Professional Development Program on
Teachers' Curricular Decision-Making
Study # 1617

Overview: You are being asked to take part in a research case study. The information in this
document should help you to decide if you would like to participate. The sections in this
overview provide the basic information about the case study. More detailed information is
provided in the remainder of the document.
Study Staff: This study is being led by Cristina Viera who is a doctoral candidate in the
Social Science Education program, College of Education at University of South Florida. This
person is called the Principal Investigator. She is being guided in this research by Dr.
Bárbara Cruz. Other approved research staff may act on behalf of the Principal Investigator.
Study Details: This study is being conducted virtually via Zoom or Microsoft Teams and is
supported/sponsored by the College of Education, University of South Florida. In this study,
I seek to explore if and in what ways the InsideART teacher professional development
program impacts social studies teachers’ decisions for curriculum development and
instruction.
Subjects: You are being asked to take part because of your continued participation in the
InsideART teacher professional development workshops. I am interested in exploring if and
in what ways InsideART strategies are incorporated into curriculum development and
instruction.
Voluntary Participation: Your participation is voluntary. You do not have to participate and
may stop your participation at any time. There will be no penalties or loss of benefits or
opportunities if you do not participate or decide to stop once you start.
Your decision to participate or not to participate will not affect your job status, employment
record, employee evaluations, or advancement opportunities.
Benefits, Compensation, and Risk: I do not know if you will receive any benefit from your
participation. You will not be compensated for your participation. This research is considered
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minimal risk. Minimal risk means that study risks are the same as the risks you face in daily
life.
Confidentiality: Even if I publish the findings from this study, I will keep your study
information private and confidential. Anyone with the authority to look at your records must
keep them confidential.

Why are you being asked to take part?
The purpose of this study is to explore the impact of the InsideART teacher professional
development program on social studies teachers’ decisions for curriculum development and
instruction. The study will have three central components: 1) explore teachers’ perceptions of
InsideART professional development vis-á-vis other professional development programs as a
starting point; 2) examine teachers’ curriculum and instructional planning artifacts in relation to
strategies discussed during the InsideART professional development; and 3) describe teachers’
perceptions of the inclusion of arts-based strategies proposed during InsideART. Because of
your participation in the InsideART teacher professional development program, status as a
fulltime and state certified secondary education social studies teacher, you may provide valuable
insight if and in what ways the InsideART teacher professional development program impacts
curricular and instructional decisions.

Study Procedures:
Each participant will be asked to complete three 60-minutes interviews. The first interview will
occur at the beginning of the case study early November 2020. During the first interview, the
Principal Investigator will inquire about the participant’s perceptions of the structure,
pedagogical strategies, and curriculum proposed during the InsideART workshop. Additionally,
the Principal Investigator will ask the participant to create a lesson plan that integrates arts-based
pedagogical strategies proposed during the InsideART workshop to deliver in her/his class. The
second 60-minutes interview will take place mid-November 2020 after the development of the
lesson plan, but prior to delivery of the actual lesson. During the second interview, the Principal
Investigator will ask each participant to describe objectives, rationale, and arts-based instruction
strategies and activities of the lesson plan. After the participant delivers the lesson, the Principal
Investigator will conduct the third and final interview late November. The Principal Investigator
will ask the participant to describe her/his experience enacting InsideART proposed arts-based
pedagogical strategies. The Principal Investigator will ask for copies of curricular documents,
which may include the lesson plan, instructional materials, lesson assignments, and lesson
assessments. Data collection will end by November 30, 2020.
If you take part in this study, you will:
•

Participate in three audio recorded 60-minutes interviews;

•

Respond to interview questions that focus on the InsideART workshop, description of
experiences with InsideART, and the impact of InsideART on curriculum development
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and instruction. The Principal Investigator will seek consent for audio recording at the
beginning of each interview. The Principal Investigator will have sole access to audio
recordings. All information will be stored under the participant’s designated pseudonym.
All audio records and electronic transcription data will be stored in a USB flash drive
with password protection and will remain in a locked filing cabinet with Principal
Investigator having sole access for five years until deletion;
•

Share lesson plan and other relevant curricular documents developed for and used during
the lesson. Lesson plan and curricular documents will be stored in a USB flash drive
with password protection locked filing cabinet with Principal Investigator having sole
access. Lesson plan will be stored for five years until permanently deleted.

Total Number of Subjects
A total of four individuals will participate in the study virtually.

Alternatives / Voluntary Participation / Withdrawal
You do not have to participate in this research study.
You should only take part in this study if you want to volunteer. You should not feel that there is
any pressure to take part in the study. You are free to participate in this research or withdraw at
any time. There will be no penalty or loss of benefits you are entitled to receive if you stop
taking part in this study.

Benefits
I am unsure if you will receive any benefits by taking part in this research study.

Risks or Discomfort
This research is considered to be minimal risk. That means that the risks associated with this
study are the same as what you face every day. There are no known additional risks to those who
take part in this study. As a precaution due to the COVID-19 pandemic, all interviews will be
conducted virtually via Zoom or MS Teams to avoid any potenital spread of COVID-19.

Compensation
You will receive no payment or other compensation for taking part in this study.

Costs
It will not cost you anything to take part in the study.

Privacy and Confidentiality
I will do my best to keep your records private and confidential. I cannot guarantee absolute
confidentiality. Your personal information may be disclosed if required by law. Certain people
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may need to see your study records. These individuals include:
•

Dr. Bárbara Cruz, advisor to Principal Investigator;

•

Certain government and university people who need to know more about the study.
For example, individuals who provide oversight on this study may need to look at
your records. This is done to make sure that we are doing the study in the right way.
They also need to make sure that we are protecting your rights and your safety;

•

The USF Institutional Review Board (IRB) and its related staff who have oversight
responsibilities for this study, and staff in USF Research Integrity and Compliance.

Your identifiers might be removed from your private records or your samples. Your information
or samples could be used and/or distributed to another investigator for future research studies
without additional consent from you or your Legally Authorized Representative.
I may publish what I learn from this study. If I do, I will not include your name. I will not
publish anything that would let people know who you are.

You can get the answers to your questions, concerns, or complaints.
If you have any questions, concerns or complaints about this study, call Cristina Viera at 813203-6920. If you have questions about your rights, complaints, or issues as a person taking part
in this study, call the USF IRB at (813) 974-5638 or contact by email at RSCH-IRB@usf.edu.

Consent to Take Part in Research
I freely give my consent to take part in this study. I understand that by signing this form I am
agreeing to take part in research. I have received a copy of this form to take with me.

Signature of Person Taking Part in Study

Date

Printed Name of Person Taking Part in Study

Statement of Person Obtaining Informed Consent
I have carefully explained to the person taking part in the study what he or she can expect from
their participation. I confirm that this research subject speaks the language that was used to
explain this research and is receiving an informed consent form in their primary language. This
research subject has provided legally effective informed consent.

141

Signature of Person Obtaining Informed Consent

Printed Name of Person Obtaining Informed Consent
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Date

Appendix D—Interview Protocol
Semi-structured interview 1
Background questions:
1.

Tell me about your college education. What institution(s) did you attend? What degree(s)
did you earn? What was your major(s)? Did you attend a teacher preparation program –
or did you receive alternative certification?

2.

How long have you been a teacher?

3.

What courses do you teach?

4.

How would you describe the demographics of your school and classroom?

Research question 1: What are four teacher-participants’ experiences with teacher
professional development?
6.

Think back to professional development programs you have attended other than
InsideART. What are some reasons for your enrollment in these programs?

7.

How would you describe some of the strengths of these programs?

8.

How would you describe some of the weaknesses of these programs?

9.

What did you like most of these programs?

10.

What did you like the least of these programs?

11.

In what ways have these programs helped you with classroom practices?

12.

What are some things you would have changed about these PD programs if you were
able?
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Research question 2: How do four social studies teacher-participants describe their
experiences in the InsideART professional development program?
13.

How long have you participated in the InsideART program? Since what year?

14.

How many InsideART workshops have you attended?

15.

Consider the InsideART workshops you have attended. How would you describe
InsideART?

16.

Is there a particular exhibition you enjoyed or found useful in your work as a teacher?

17.

How would you describe the workshop activities in InsideART?

18.

What InsideART workshop activity do you like best?

19.

What InsideART workshop activity do you like least?

20.

In what ways has InsideART helped your teaching practice?

21.

In what ways has InsideART helped you professionally?

22.

In what ways has InsideART helped you personally?

Research question 3: How do four social studies teacher-participants describe the
influence of the InsideART program on their curriculum development and instructional
strategies?
23.

In what ways have you infused what you learned from InsideART in your instruction?

24.

If you have used InsideART strategies in your classroom, how do you perceive its
impact? Provide examples.

25.

If you have not used InsideART strategies in your classroom, why?

26.

What are some challenges in employing the InsideART curriculum?

27.

Is there anything else you’d like to tell me about your experience with InsideART or
teacher professional development in general?
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Semi-structured interview 2
Research question 4: How do four social studies teacher-participants describe the
influence of an arts-based professional development program on their curriculum
development and instructional strategies?
1. What is the rationale or purpose of this lesson?
2. What are the objectives of the lesson?
3. In what ways did you infuse what you learned from InsideART in the curriculum
development process?
4. What InsideART strategies and/or materials did you select for this lesson? Why?
5. In what ways did you infuse InsideART strategies and/or materials in the lesson activities?
6. In what ways did you infuse InsideART strategies and/or materials in the lesson assessment?
7. What were some of the challenges of infusing the InsideART strategies and curriculum into
your planning?
8. Is there anything else you would like to tell me about your experience with integrating
InsideART strategies and/or curriculum in this lesson?

Semi-structured interview 3
Research question 5: Does an arts-based professional development program influence
teacher-participants’ enactment of social studies curriculum? If so, in what ways?
1. In what ways did you infuse what you learned from InsideART in your instruction?
2. What were some of the strengths in enacting InsideART strategies in the social studies
lesson?
3. What were some of the weaknesses in enacting InsideART strategies in the social studies
lesson?
4. What were some of the strengths in using materials from the InsideART curriculm?
5. What were some of the weaknesses in using materials from the InsideART curriculum?
6. What were some of the instructional challenges employing InsideART strategies?
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7. How did you perceive the impact of the InsideART strategies and/or materials? Provide
examples.
8. Is there anything else you would like to share with me about your experience infusing
InsideART strategies and/or materials for your instruction?
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